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Abstract
The pressure to improve instruction and teacher effectiveness continues to grow in our
nation’s public elementary schools. As a means to achieve instructional
improvements, school districts are increasingly adopting instructional coaching
initiatives. This study explored instructional coaches’ perspectives on their preparation
for the role of instructional coach. Mixed methods research was organized through a
social constructivist lens that focused on the perspectives of the instructional coaches.
The sample consisted of 50 public elementary instructional coach participants in
Oregon who responded to a survey, and follow up interviews with ten participants.
Data analysis led to several key findings. First, many elementary instructional coaches
in Oregon do not feel prepared for their roles as coach. Second, Chi-Square analyses
revealed that there were significant differences in instructional coaches’ feelings about
their proficiency based on the number of hours per month of professional learning they
experienced. Third, there are a variety of beneficial and relevant professional learning
opportunities for instructional coaches. Fourth, instructional coaches desire clarity in
their job descriptions. Overwhelmingly, participants expressed the absence of a clear
description or definition for their instructional coaching role. Finally, according to
participants, there is a need to create higher education opportunities for instructional
coaching in Oregon.
Keywords: instructional coaching, preparation, professional development,
professional learning
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Chapter 1: Introduction
The pressure to improve instruction and teacher effectiveness continues to
grow in our nation’s public elementary schools. According to Kraft and Blazar (2018),
the importance of individual teachers, and their capacity for using instructional best
practices, has increased over the past decade, “with compelling evidence that teachers
have large effects on the range of student outcomes” (p. 69). Fullan (2007) declared
that student learning ultimately depends on persistent teacher learning. Thus, one way
to improve instruction and cultivate effective teachers is through ongoing and
consistent professional learning.
Professional learning can have a dynamic impact on teachers’ knowledge,
skills, and practice when sustained over time, focused on relevant content, and
embedded in their daily professional work with students. Darling-Hammond, Wei,
Andree, Richardson, and Orphanos (2009) conducted a multi-year, nationwide metaanalysis study about professional development in education, and determined that
“when well-designed, these opportunities help teachers master content, hone teaching
skills, evaluate their own and their students’ performance, and address the changes
needed in teaching and learning in their schools” (p. 7). Although professional
learning is highly encouraged and essential, Kraft and Blazar (2018) and DarlingHammond et al., (2009) determined that traditional efforts to increase teacher quality
through professional development, such as daylong workshops, have been
predominantly ineffective. Fullan (2007) defined professional development as
workshops, courses, programs, and related activities that are designed presumably to
provide teachers with new ideas, skills, and competencies necessary for improvement.
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Based on hundreds of interviews with teachers across the United States, Knight
(2007b) found that teachers unanimously criticized the one-day professional
development workshops, remarking on how the workshops failed to address practical
concerns, lacked follow-up, and ignored teachers’ expertise. Professional learning,
however, is defined as continuous, sustained learning directly involving and impacting
the educator’s practice, and in the settings in which the educator actually works
(Fullan, 2007). Joyce and Showers (2002) concluded that job-embedded professional
learning is the most valuable model for teachers. Instructional coaching has emerged
as a form of embedded professional learning that directly impacts teacher
effectiveness.
Instructional Coaching as Professional Learning
According to Knight (2009), instructional coaching is a powerful way to
encourage ongoing, differentiated professional learning that meets teachers where they
are, and supports teachers’ unique needs and goals over time. Fundamentally, the
purpose of instructional coaching is to improve a school’s ability to educate students
by enhancing the way teachers teach (Knight, 2009). Instructional coaches facilitate
professional learning experiences that are directly applicable to teachers and focus on
helping teachers implement new practices, make changes to their instruction, and grow
professionally (Stover, Kissel, Haag, & Shoniker, 2011). Kraft and Blazar (2018)
conducted a meta-analysis study on coaching programs published through 2017 and
found that teacher coaching raised the quality of teachers’ instructional practice by
0.49 standard deviations. “With coaching, the quality of teachers’ instruction improves
by as much as—or more than—the difference in effectiveness between a novice and a
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teacher with five to ten years of experience” (p. 69). Darling-Hammond and
Richardson (2009) determined that professional development programs that endured
for fewer than 14 hours showed no effects on student learning. However, programs,
such as instructional coaching, that offered 30 to 100 hours during a period of 6 to 12
months had the largest effects on learning. Additionally, Knight (2006) affirmed that
instructional coaching holds a great deal of potential for improving the way teachers
teach and the way students learn, but that potential will only come to fruition with
effective instructional coaches. “The work of the coaches is crucial because they
change the culture of the school as it relates to instructional practice” (Fullan &
Knight, 2011, p. 53).
Instructional coaches enact a role as an instructional expert in the school
setting, providing differentiated content and process-oriented assistance for teachers.
Coaches must possess a thorough understanding of various topics, strategies, and
practices, including the numerous coaching cycles and models (Heineke, 2013;
Knight, 2009). Coaches who have the ability to explain strategies and skills in precise
and easily applicable ways cultivate high-quality implementation while providing
teachers the freedom to use their professional discretion to modify teaching strategies
that more thoroughly meet students’ needs (Knight et al., 2015). Additionally,
“coaches need to be excellent communicators who articulate their messages clearly,
listen respectfully, ask thought-provoking, open-ended questions, and whose
observations are energizing, encouraging, practical, and honest” (Knight, 2009, p. 19).
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Coaches Need Coaching Too
Instructional coaches also need professional learning in order to be successful
in their roles (Knight et al., 2015). Coaches need to understand how to navigate the
complexities of adult learning, have a thorough understanding of best teaching
practices, have an in-depth knowledge of the content being taught, communicate
effectively with adults and children, demonstrate leadership skills, and foster
meaningful professional learning opportunities for various ability levels. Knight
(2009) concluded that coaches should also be coached, as they are continually learning
how to improve in their role, and how they lead instructional improvements in their
school(s). The quality of the instructional coach is a critical component to the
effectiveness of a coaching program (Knight, 2007a). Kraft and Blazar (2018) and
Knight (2006) noted that expert coaches were fundamental to the success of any
coaching program, as they are, incidentally, the intervention. Not only must coaches
be excellent teachers, they must also be flexible, humble, affirmative, respectful, and
ambitious for improvements in teaching and learning in their schools. “A coach guides
adults who work in schools to examine their practice, reflect, and make changes – to
learn. The complex skill set required to do all this surpasses expertise on any content
area or subject matter” (Aguilar, 2019, p. 25). Heineke and Polnick (2013) posited that
instructional coaches must have leadership skills, communication skills, and expertise
in various content areas. “Yet across the country, teachers have been moved from the
classroom into the very challenging job of instructional coach with little or no
preparation” (Heineke & Polnick, 2013, p. 50). Although being a successful teacher is
important as an instructional coach, it is also an inadequate qualification for coaching.
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Successful coaches need supplementary training and layers of expertise (Burkins &
Ritchie, 2007). Stock and Duncan (2010) noted the irony that instructional coaches
“are increasingly thrust into leadership situations where they must lead individuals
who are reluctant to change, yet the facilitators have had little mentoring or advance
preparation in the field of leadership” (p 67). According to Knight (2006), coach
expertise is dynamic, and thus coaches should be involved in continuous learning
opportunities so as to provide an optimal coaching experience for teachers.
Professional Learning for Coaches
One way to create effective, expert instructional coaches is through meaningful
initial and ongoing professional learning designed specifically for coaches (Knight,
2006). Coaches should participate in initial and ongoing professional learning to
ensure they know how to effectively employ the coaching process, deepen their
knowledge about teaching practices, and fully understand the various interventions
they share with classroom teachers. Professional learning should address skills in
communication, relationship building, change management, and leadership, as well as
learning how to create and present professional learning for teachers. During
Shamon’s (2018) research on the professional learning needs for instructional coaches
in Texas middle schools, she determined that instructional coaches need professional
learning on leadership skills and how to coach teachers. Additionally, coaches need
time to learn new concepts and initiatives before supporting others in those areas.
Furthermore, a study involving four elementary coaches and four elementary teachers
in a southeastern state found that coaches needed opportunities to gain a better
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understanding of the coaching process and ways to differentiate professional learning
based on the needs of the teachers (Heineke, 2013).
Like other educators, coaches strengthen their effectiveness when they
participate in sustained, long-term professional learning (Psencik, Mitrani, &
Coleman, 2019). Currently, even in school districts that offer forms of professional
development for coaches, it is predominantly a one-time workshop or curriculum
training, as opposed to coaching tools, adult learning, and ongoing conversations
about how to improve their coaching program (Psencik et al., 2019). Aguilar (2019)
posited that coaches rarely receive professional learning on how to work with adults.
In their meta-analysis study, Kraft and Blazar (2018) noted that there is a fundamental
challenge in finding enough expert coaches that are able to deliver the necessary
quality coaching services. Furthermore, they determined a need for research that seeks
to understand the characteristics and skills of effective coaches. During a study
involving two middle schools in San Diego that were implementing new coaching
programs, Neufeld and Roper (2003) concluded that coaches need professional
learning specific to working with adults and focused on how to coach. Similarly,
according to Fullan and Knight (2011), an inter-city district, upon receiving a grant,
hired willing teachers into instructional coaching roles for the upcoming school year.
Other than a one-day workshop in mid-October, the coaches did not receive any
preparation for their roles. “Not knowing what to share and how to coach, and in some
cases lacking the pedagogic, communication, and leadership skills necessary for their
work, the coaches were disheartened by mid-October” (Fullan & Knight, 2011, p. 52).
Feeling ineffective, most of these coaches chose to return to the classroom the
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following year. Similarly, DePasquale (2015), in his research involving three
instructional coaches in Chicago, found that there were no explicit professional
learning opportunities provided for coaches, and that the instructional coaches wanted
training and support to be more effective in their roles. He recommended further
research on the supports that should be in place for coaches, how they could receive
ongoing support, and who would coach the coach. Stock and Duncan (2010) surveyed
398 instructional coaches in Wyoming, and found that 90% of instructional coaches
thought mentoring was important for beginning instructional coaches, and 58%
thought mentoring was important for veteran coaches, however 56% reported that they
did not have a mentor. Burkins and Ritchie (2007) emphasized that one of the biggest
obstacles to new coaches, and the districts hiring them, is how to prepare and support
the coaches’ professional learning.
Therefore, it seems prudent to explore how elementary instructional coaches
are prepared for their roles as coaches, and how elementary instructional coaches
perceive their preparations for this role. While we know instructional coaching is an
effective form of job-embedded professional learning (Fullan & Knight, 2011; Kraft &
Blazar, 2018; Knight, 2009) and there are many positive effects of instructional
coaching (Joyce & Showers, 2002; Knight et al., 2015; Stover, Kissel, Haag, &
Shoniker, 2011), we still do not seem to know how elementary instructional coaches
are best prepared for their role as coach nor instructional coaches’ perspectives about
their preparation.
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Purpose Statement
The purpose of this case study was to examine elementary instructional
coaches’ perspectives on their preparation to enact this role. To further investigate the
preparation of instructional coaches, the following research questions were targeted:
1. How are elementary instructional coaches prepared to meet expectations prior
to, and during, their service in that role?
2. How do elementary instructional coaches perceive the impact of their
preparations on their coaching of classroom teachers?
3. What professional learning do elementary instructional coaches wish to
experience to further develop their skills in regard to their role as instructional
coach?
Significance
More and more school districts are adopting instructional coaching initiatives
as a means to achieve instructional improvements (Blazar & Kraft, 2015; Gallucci,
Van Lare, Yoon, & Boatright, 2010). According to the most recent data from the
National Center for Education Statistics (2015-2016 school year), 66% of schools
have a specialist or coaching assignment on their staff. Eisenberg, Eisenberg, Medrich,
and Charner (2017) determined that the cost of each instructional coach is typically the
same amount as the cost of a teacher with comparable number of years in service.
Districts who currently invest in instructional coaches, and those who plan to in the
future, need to understand the intricacies of instructional coaching in order to ensure
an effective coaching program. According to Knight (2006), instructional coaching
holds considerable potential for strengthening the way teachers teach and how students
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learn. However, the potential will only come to fruition if coaching programs are
carefully and thoughtfully cultivated.
Much of the literature recognizes positive effects of implementing instructional
coaching, including the impact on teacher practice (Darling-Hammond & Richardson,
2009; Joyce & Showers, 1995; Kretlow & Bartholomew, 2010; Marzano & Simms,
2013). In addition, the literature shows numerous recommended coaching models and
cycles, as well as key elements of professional coaching (Fabiano, Reddy, & Dudek,
2018; Hall & Simeral, 2008; Knight et al., 2015; Marzano & Simms, 2013). The
literature, however, also exposes several gaps in the research devoted to this realm of
professional learning. Notable gaps include the absence of understanding how
instructional coaches are prepared for their roles as coach, as well as how instructional
coaches perceive their preparation for the position. Additionally, there is a gap in
understanding what professional learning instructional coaches would like to
experience in order to increase their effectiveness as a coach. This study sought to fill
these gaps.
Currently, many districts are not preparing their coaches for their role as
instructional coach. They are just hiring excellent teachers. According to Aguilar
(2019) and Kraft and Blazar (2018), many coaching programs are ineffective because
districts are not properly preparing their newly hired coaches nor providing training
for their current coaches. “As schools invest more heavily in training their educators in
new instructional strategies, it becomes important to ensure that the instructional
coaches themselves are provided the supports and trainings they need to become
successful” (Stock & Duncan, 2010, p. 57). The research devoted to the topic of
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instructional coaching confirms a distinct need for professional learning for
instructional coaches. The same research also acknowledges the inadequacy of current
training options and preparations for this role, indicating a need for further research on
this topic (Aguilar, 2019; Gallucci et al., 2010; Hall & Simeral, 2008; Knight et al.,
2015; Kraft & Blazar, 2018).
Theoretical Framework
The theoretical framework that informed this study is Adult Learning Theory,
which was initially developed by Knowles (Knowles, Holton, & Swanson, 2015).
Knowles conducted decades of influential work focusing on adults as learners. His
seminal work, The Adult Learner (2015, originally published in 1973), offers a
learner-focused andragogical perspective on teaching adults. This was a dramatic shift
from the mainstream pedagogical approaches that preceded it, which were primarily
content-focused (Knowles et al., 2015).
Knowles’ theory of adult learning can be summarized in the following three
essential points:
•

The Need to Know – adult learners need to know how the learning will be
conducted, what the content will be, and why it will be valuable to them

•

Self-directedness – adult learners are self-directed, and

•

Experience and Problem Solving – adult learners possess a variety of life
experiences that shape their orientation to learning, and prefer to learn through
an experiential, problem-solving focus (pp. 64-66)

Understanding this essence of Knowles’ work, as it applies to adult learners in the
context of these three crucial points, further supports the implementation of
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instructional coaching. When partnering with instructional coaches, teachers are
explicitly involved in the how, what, and why of the process, and bring their own
experiences to the goal setting and focus of the work. Furthermore, coaching is a
collaborative approach to learning that responds directly to the needs, interests, and
concerns of the adult learners. This allows coaching to be meaningful, practical, and
relevant to the adult learner, which are inherent and critical components in the
theoretical framework of andragogy (Knowles et al., 2015).
Adult Learning Theory is an effective framework for this study as it embraces
the intricacies of the adult learner. Instructional coaches primarily work with adult
educators, thus the framework of Adult Learning Theory is at the core of this work.
Additionally, as instructional coaches transition from the role of classroom teacher to
the role of coach there is a shift from engaging primarily in pedagogy to andragogy. If
professional learning pertaining to andragogy is not a part of the transition process,
then an instructional coach may not be fully prepared for their role as coach. This
study examines the professional learning of instructional coaches, their feelings of
preparedness, and what they wish to experience to better prepare themselves for the
coaching role, all of which directly relate to the essential points and framework of
Adult Learning Theory.
Summary
Instructional coaching is a recommended form of professional learning for
teachers. “By offering support, feedback, and intensive, individualized professional
learning, coaching promises to be a better way to improve instruction in schools”
(Knight, 2006, p. 36). There are, however, limited opportunities for instructional
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coaches to further their own professional learning, and become better prepared for
their role as instructional coach (DePasquale, 2015). Bennett (2013) revealed a need
for professional learning for coaches on how adults learn, particularly how to navigate
and facilitate the various cycles of change. The professional learning of coaches is just
as important as the professional learning of teachers (Steytler, 2016). Each coach
needs a unique set of professional learning in order to provide the most effective
coaching experiences and growth for the teachers. “Just as the classroom teacher has
the greatest impact on a student’s learning, the coach-and the coach’s level of
expertise-will have the greatest impact on a teacher’s growth” (Aguilar, 2019, p. 28).
The remainder of the study is organized into four chapters, references, and
appendixes in the following manner. Chapter 2 presents a review of the literature
pertaining to this study. The literature review outlines various components of
instructional coaching, such as key elements, models and cycles, implementation,
positive effects, concerns and challenges, and current professional learning options for
instructional coaches. Chapter 3 outlines the methodology, data collection, and
analysis used to conduct this mixed methods case study. Chapter 4 contains the results
from the data collected through a survey and interviews. Finally, Chapter 5 describes
the findings and recommendations, as well as the limitations of the study and areas of
future research. A reference list and appendixes can be found at the end of the study.
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Chapter 2: Literature Review
In this chapter, the primary focus of the literature review is on instructional
coaching. After first presenting a definition for instructional coaching, the review then
progresses toward the key elements that make instructional coaching programs
effective, as well as the various coaching models and cycles that coaches might use in
their coaching programs. Next, the review dives into the implementation of
instructional coaching programs, including the positive effects of implementation. The
review then presents the various concerns and challenges involved with instructional
coaching. The literature review concludes with the current professional development
options available for instructional coaches, as well as the relevant gap in the research.
Instructional Coaching Defined
Instructional coaching is a specific method of professional development used
to provide ongoing, practical, goal-oriented, and individualized support for teachers
(Hernez-Broome & Hughes, 2004). Instructional coaching is generally defined as a
nonsupervisory, nonevaluative partnership incorporating instructional practices to
ultimately improve teaching strategies and student learning through observations of
classroom teaching, demonstrations of model practices, and coaching cycles (Gallucci
et al., 2010; Knight, 2009). According to Joyce and Showers (1995), the purposes of
coaching are to encourage accurate, authentic, and sustained application of new
teaching behaviors, and to prevent the isolation that often transpires after teachers
begin to implement new practices in their classrooms. Instructional coaching offers
embedded, on-site, continued, research-based, and professional support for classroom
teachers to foster learning, encourage reflection, and increase implementation
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outcomes (Knight, 2007b; Preciado, 2015; Stover et al., 2011). Based on current
studies of teacher education models, Darling-Hammond (2010) confirmed that
“learning to practice in practice, with expert guidance, is essential to becoming a great
teacher” (p. 40). According to Hernez-Broome and Hughes (2004), coaching can be an
extensive process involving a specific coaching cycle, or a short-term intervention
intended to enhance a specific skill. Either way, the purpose of the instructional coach
is to help the teacher “move from where he or she is to where he or she needs or wants
to be” (Marzano & Simms, 2013, p. 4).
Coaching is often used after traditional professional development to increase
the transfer of learning. Knight (2009) believed the growing interest in coaching is a
reflection on traditional professional development, and the recognition that traditional
methods are ineffective at improving teaching practices. Teachers need additional
support to transfer research into practice, and for many districts that support is through
coaching. Goldman, Wesner, and Karnchanomai (2013) contended that instructional
coaching is utilized at elementary and secondary levels to enhance skill development
and improve practice through individualized, goal-oriented, and practical support.
Hunt and Weintraub (2002) confirmed that coaching is a widely recognized tool that
reinforces new learning and increases effectiveness.
The coach's essential role is to guide teachers in recognizing how researchvalidated practices, strategies, and routines offer useful solutions to the problems they
face (Knight, 2004). The focus of the instructional coaching can include academic
content, instructional strategies, formative assessment, or classroom management. The
instructional coach, partnering with the classroom teacher, will respond to the context
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of the situation by shaping action steps based on both teacher and students’ needs
(Knight, 2019a). According to Taylor, Zugelder, and Bowman (2013), it is imperative
that the coach, through a collaborative relationship, provides professional learning that
encourages reflective practice, empowers the teacher, and ultimately targets student
improvement.
Key Elements of Coaching
Patterns emerged in the literature to suggest five elements that should be
considered in every instructional coaching program.
Nonevaluative. A key element of instructional coaching involves the lack of
hierarchy and evaluation between the coach and the teacher. Coaching is not to be
confused with mentoring, counseling, reflecting, or consulting, all of which signify a
hierarchy in the relationship (Marzano & Simms, 2013). Instead, coaching is a
collaborative, ongoing partnership that involves only three elements: the coach, the
teacher being coached, and the explicit goals that have been agreed upon by both
parties (Hattie, 2012). The coach and teacher both have contributions to share with
their profession, and the nonhierarchical relationship is key to developing their
professional ideologies and to an understanding of teaching practices (Ben-Peretz et
al., 2018). The coach and teacher treat each other as equally accountable,
conversations move forward through the development of concrete evidence, and both
opinions hold parallel weight (Ben-Peretz et al., 2018). In addition, Knight (2009)
emphasized that instructional coaches are nonjudgmental and see themselves as equal
partners. It is imperative that “coaches make it clear they are not administrators, and
their job is to provide support, validation, and professional growth for teachers, not to
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evaluate” (Knight, 2004, p. 36). Preciado (2015) agreed that if teachers believe the
instructional coach is acting in some administrative capacity, then they are less likely
to trust the coach’s intentions. In order to avoid any misconceptions that the coach is
monitoring or evaluating the teacher, Blachowicz et al. (2010) recommended that both
coach and teacher place their focus on student data and progress. When nonevaluative
support systems are thoroughly established, teachers will be more apt to take risks and
embrace consistent reflection and learning (Stover et al., 2011).
Modeling. Another key element of instructional coaching is the coach’s
modeling, or demonstration, of best practices and strategies based on the mutually
accepted goals. According to Mayer, Grenier, Warhold, and Donaldson (2013), when
coaches model a lesson or strategy, it creates an opportunity for the classroom teacher
to feel safe and comfortable. It also encourages a willingness to test the new practices
and strategies, learning from what worked and what did not work. According to
Knight (2004) and Learmond (2017), a critical part of the instructional coach’s role is
modeling strategies so teachers can see how the approach works in their classrooms.
This is particularly true when coaches and teachers are preparing for the first lesson in
a series. Taylor et al. (2013) consistently found modeling to be a powerful strategy for
an instructional coach to increase teachers’ effectiveness. During a study in Beaverton,
Oregon, Knight et al. (2015) confirmed that when coaches are guiding teachers in
implementing specific teaching strategies, they need to provide teachers the
opportunity to observe the strategy in action. The above study found five specific
ways that modeling can occur: in the classroom; in the classroom without any students
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in the room; co-teaching; visiting other teachers’ classrooms, and by watching videos
of teachers using the strategy.
Choice. It appears voluntary participation is considered a key element in
coaching (Goldman et al., 2013). Respecting teachers’ professional ability to make
decisions is the most effective way to involve them in the coaching process (Knight,
2004). If they are forced into the process, then they are not going to embrace the
coach, or the work involved. Knight (2009) also stressed that coaching should be
optional in order to protect the collaborative and nonjudgmental nature of coaching. If
teachers view the coaching as punishment, forced upon them by their principal, then it
will be much less effective. Furthermore, when teachers witness other teachers
benefiting from the coaching, they are more likely to organically take the step of
opting in the next time (Knight, 2004). In contrast, Preciado (2015) advocated for
mandatory participation in the coaching cycle. She wants all teachers to get a feel for
the coaching process and asserts that some teachers will not engage if it is optional. In
her opinion, once the process has been tried, then subsequent coaching cycles would
be optional.
Relationships. Building a positive relationship is key to an effective coaching
process, particularly if the teacher feels any trepidation or intimidation (Preciado,
2015). Mayer et al. (2013) contended that coaches are most effective, and able to make
the most impact, when they are skilled at developing and fostering strong, professional
relationships. Coaching, in and of itself, is a relational process; thus, coaches must
excel at cultivating healthy relationships. If teachers trust their coach, they are more
likely to learn from their collaboration (Knight, 2015). According to Pas et al. (2016),
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the coaches in their study spent a third of their time establishing relationships in order
to build trust, become integrated in the school setting, and establish an authentic
rapport as both a resource and partner.
Feedback. The topic of feedback emerged as a common theme in instructional
coaching literature. Kretlow and Bartholomew (2010) asserted that teachers are more
likely to implement strategies when they are offered individualized feedback. They
observed several ways coaches can provide effective feedback, including direct stating
of strengths and improvements, video recording lessons to evaluate together, and in
vivo feedback, which involves the coach directly intervening during a lesson in a
nonevaluative nature. Joyce and Showers (2002) believed in the importance of
nonevaluative feedback and encouraged coaches to focus their feedback on inquiry
instead of evaluation. Furthermore, “coaches should structure conversations with
teachers as dialogues between two equal partners where both members of the
conversation are heard and where both parties’ opinions count” (Knight, 2019b, p. 6).
Marzano and Simms (2013) and Learmond (2017) declared that providing feedback is
one of the most essential functions in the coach’s role. Effective feedback will help
teachers reflect on their practice, accomplish their goals, and improve their knowledge
and skills. They recommended specific and honest feedback that is focused on the
performance and delivered privately.
Instructional Coaching Models and Cycles
Several coaching models and cycles emerged in the literature within the last 30
years, during which the concept of coaching has been described in greater detail
(Knight, 2007b). Coaching models and cycles are the approach or process that the
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coach and teacher will use while partnering in their work together. According to
Marzano and Simms (2013), the various models for coaching were developed in an
effort to formalize the coaching process. Sweeney (2011) described coaching cycles as
sustained and consistent collaboration that involves an in-depth focus for multiple
weeks. During these cycles, both coach and teacher focus on an impactful goal derived
from student data, and then schedule multiple in-class interactions that encompass
modeling, observation, and co-teaching, as well as several planning sessions to debrief
and plan next steps. Knight et al. (2015) posited that coaches who use a “proven
coaching cycle can partner with teachers to set and reach improvement goals that have
an unmistakable, positive impact on students’ lives” (p. 18). The most popular
instructional coaching models and cycles have several components in common, such
as the need for a process and the involvement of data. There are, however, numerous
unique components as well. Nine unique coaching models and cycles are described
below, including the Instructional Coaching Cycle, Classroom Strategies Assessment
System, Classroom Check-Up, Educator-Centered Instructional Coaching, Five
Standards Instruction, Classroom Strategies Coaching, Cognitive Coaching, The
Coaching Framework, and content-focused coaching.
Instructional coaching cycle. The Instructional Coaching Cycle involves
several steps incorporated into three components (Knight et al., 2015). The first
component is for the coach and teacher to work together to identify a measurable goal
and teaching strategy to help attain that goal. The second component is for the teacher
to learn the identified strategy through the coach’s modeling, explanations, and a
checklist. The third component is for the teacher to improve through the monitoring of
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progress and modifications to the strategy until the goal is attained. This involves the
teacher trying out the new strategy, as well as questioning and reflection about what
went well and whether the goal was met.
Classroom strategies assessment system. The Classroom Strategies
Assessment System is a model which measures coaching that targets instructional and
behavior management practices (Fabiano et al., 2018). The goal of this model was to
improve universal Tier 1 classroom management and instructional strategies through
coach observation and feedback tied to the Classroom Strategies Assessment System,
a classroom observation instrument. Their study separated teachers into two groups, a
waitlist control group, and an immediate coaching variable group. The immediate
coaching group received brief coaching sessions and ongoing classroom observations
accompanied by feedback, while the waitlist group did not receive any coaching
support. Throughout the process, the immediate coaching teachers and their
instructional coaches completed the Classroom Strategies Assessment System forms to
gather evidence from both perspectives. Fabiano et al. (2018) established that the
Classroom Strategies Assessment System supported the coaching approach, and
teachers who received the immediate coaching showed evidence of enhancing Tier 1
classroom practices in behavior management strategies. This study found that
“coaching statistically (p < .05) and practically (effect size of .54) improved K-5 grade
teachers’ idiographic, behavioral management strategies in comparison to waitlist
teachers as measured both by independent observers and teacher reports” (Fabiano et
al., 2018, p. 300). In addition, teachers reported that the immediate coaching was
valuable to their professional practice and their classroom functioning.
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Classroom check-up. The Classroom Check-Up coaching model works to
address culturally responsive classroom management strategies by applying a
structured problem-solving approach (Pas, Larson, Reinke, Herman, & Bradshaw,
2016). This model starts with an interview, where the coach can gather information on
teacher strengths, classroom management details, and previous coaching experiences.
The interview also involves the coach and classroom teacher setting a goal, developing
an action plan, and then specifying the steps and resources needed to achieve the goal.
The teacher then implements the strategy in his/her classroom, receiving feedback and
scaffolding from the coach.
Educator-centered instructional coaching. The Educator-Centered
Instructional Coaching model, developed by Eisenberg et al. (2017), is designed to
provide continual support and encourage long-term achievement. It includes four
interconnected areas of practice: evidence-based literacy practices; data collection and
analysis; nonevaluative, confidential collaboration, and self-reflection; and supporting
coaches through mentoring. This model includes a Before-During-After Cycle, which
provides a process for collaboration and goal attainment. First, the coach and teacher
determine a focus for their work together, including data to collect, respective roles
during the classroom visits, and the action plan. Second, the coach and teacher
commence the activities agreed upon during the before session, taking notes and
collecting data. Finally, the coach and teacher reflect on the goals, what worked, what
adjustments are still needed, and share nonevaluative, intentional, and descriptive
feedback. In a study involving three coaches in seven urban public elementary-middle
schools, Mayer et al. (2013) discovered that coaches can enhance the instructional
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capacity of schools. They found that coaching increased the development of strong
professional relationships and helped transform learning into practice. Based on their
three-year study using the Educator-Centered Instructional Coaching model, Eisenberg
et al. (2017) identified that “successful instructional coaching initiatives facilitate
improvements in student learning over time” (p. 21). In another study of 10 low
performing schools in urban Chicago, Blachowicz et al. (2010) described the role of
the instructional coaches as one of the top three influences for improvement.
Five standards instruction. The Five Standards Instructional Model focused
on performance-based instructional coaching (Teemant, Wink, & Tyra, 2011). In this
model, teachers received thirty hours of professional development followed by seven
individualized coaching sessions concentrating on the five sociocultural Standards for
Effective Pedagogy. Designed to maximize learning for diverse students, the five
standards are: 1) joint productive activity; 2) language and literacy development; 3)
contextualization; 4) challenging activities; and 5) instructional conversation (Teemant
et al., 2011). Using the Five Standards Instructional Model, Teemant et al. (2011)
found that the coaching process accelerated the growth of teacher performance.
According to their findings, “instructional coaching had a significant, positive, and
generally linear impact on teacher growth across seven coaching cycles” (Teemant et
al., 2011, p. 691). In addition, as a result of the ongoing, individualized coaching,
teachers increased their use of the Five Standards Instructional Model. Teemant et al.
(2011) believed the most important finding from their study is that “target-based
instructional coaching, when tailored to teachers’ needs, is able to statistically close
the pedagogical gap between teachers in the high and low groups over time” (p. 691).
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Classroom strategies coaching. The Classroom Strategies Coaching model is
a systematic, data-driven, formative approach to improve teachers’ ability to
incorporate evidence-based behavioral management and instructional practices within
the classroom (Reddy, Dudek, & Lekwa, 2017). The four-session model includes
identifying teacher needs and measurable goals that will be the focus of the coaching,
designing plans to address the needs and goals, and evaluating progress towards the
goals. Throughout all of the stages of the coaching process, classroom observations
are being frequently conducted by the coach to assess teaching practices and inform
next steps of the process. The Classroom Strategies Assessment System, an
empirically validated classroom observation assessment, is used to gather data,
generate feedback with visual representations, and guide the progress toward goal
attainment through active learning.
Cognitive coaching. Cognitive Coaching is a model to develop and promote
coaching conversations (Marzano and Simms, 2013). Cognitive coaching includes
reflective questioning, clarifying, probing, and providing resources, and is primarily
used when planning, reflecting on teaching, or problem solving. The ultimate focus of
cognitive coaching is on fostering self-direction, increasing teacher efficacy, and
improving overall performance.
The coaching framework. The Coaching Framework is a three-step coaching
process that involves setting a collaborative professional development goal, creating
an individualized coaching plan, and implementing the plan with documentation and
reflection (Hall & Simeral, 2008). Hall and Simeral (2008) recommended this
framework be used in conjunction with the Continuum of Self-Reflection, which
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outlines the four developmental stages—unaware, conscious, action, and refinement—
that teachers progress through as they become increasingly self-reflective.
Content-focused coaching. Content-focused coaching involves an
instructional coach who is considered an expert in both instructional practices and a
particular discipline (Gibbons & Cobb, 2016). Content-focused coaches create
coaching activities for teachers that scaffold specific areas of growth in a particular
content area of focus. According to Gibbons and Cobb (2016), “the intent of contentfocused coaching designs is to provide teachers with ongoing, job-embedded support
for improving the quality of their instruction and the students’ learning” (p. 255).
Implementing an Instructional Coaching Program
An instructional coaching program is the overall structure that a school or
district develops to implement instructional coaching in their building or district. Two
considerations surfaced in the literature that stand out as necessary components when
implementing or reconfiguring an instructional coaching program. From a school or
district systems approach, the following should be enveloped.
Seven success factors. According to Knight (2015), there are seven success
factors in an instructional coaching program. These factors include: 1) understanding
the complexities of working with adults; 2) using an effective coaching cycle; 3)
knowing effective teacher practices; 4) gathering data; 5) employing effective
communication strategies; 6) being effective leaders; and 7) being supported by their
schools and districts. If even one of these factors is missing, Knight (2015) declared
that it would be difficult to have a positive impact as a coach. However, when all
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seven factors are integrated, instructional coaches have a “socially significant impact
on how teachers teach and students learn” (Knight, 2015, p. 24).
Clearly defined roles and framework. An absence of clearly defined roles
for the instructional coach can be a challenge and concern. Taylor et al. (2013)
discussed how there are often too many additional demands, such as testing, student
supervision, and administrative duties placed on the instructional coach that hinders
their effectiveness and diminishes the coaching process. According to Knight (2009),
the “single most powerful way to increase the effectiveness of coaches is to ensure
that they have sufficient time for coaching” (p. 19). However, through his research at
schools around the nation, Knight (2009) found that coaches spend less than 25% of
their time on coach-related tasks. Instead, they split their time between other school
and district duties and tasks. Pappas and Jerman (2015) asserted that coaching
continues to evolve as a profession, and refinements are still needed to explicitly
clarify the definition(s) of coaching, in addition to by whom and how it should be
conducted. Hall and Simeral (2008) agreed that this minimally defined role of the
instructional coach lacks a specific, meaningful framework for action, as well as
targeted training or guidance. Furthermore, Kraft and Blazar (2018) cautioned that
there is a fine line between implementing “organizational structures and systems that
provide scaffolded supports to individual coaches without restricting their judgement
and flexibility” (p. 73).
Positive Effects of Coaching Implementation
The literature examined a variety of positive effects in regard to the
implementation of instructional coaching. Joyce and Showers (1995) found that,

26
compared to other methods of professional development, coaching had the most
powerful impact on the combination of improving understanding, increasing skill
attainment, and the application of new learning. They established that a “large and
dramatic increase in transfer of training—effect size 1.68—occurs when in-class
coaching is added to an initial training experience comprised of theory explanation,
demonstrations, and practice with feedback” (Joyce & Showers, 1995, p. 112). An
effect size of 1.68 is considered very strong and means that the addition of
instructional coaching has a significant impact on teachers transferring their
knowledge into action in the classroom. Furthermore, as shown in Table 1, Joyce and
Showers (2002) found that on-site coaching significantly increased the percentage of
participants who were able to demonstrate a new skill and use the new skill within the
field, or classroom, setting. Notably, when on-site coaching was included in the
professional development, 95% of teachers understood the content, demonstrated
proficiency in instructional practices, and were regularly implementing instructional
practices in the classroom.
Table 1
Impact of Coaching on Teachers’ Transfer of Learning
Professional
Development
Theory and Discussion
Demonstration
Practice and Feedback
On-Site Coaching

Knowledge
10%
30%
60%
95%

Skill
Attainment
5%
20%
60%
95%

Application
(Transfer)
0%
0%
5%
95%

Note. Joyce & Showers, 2002, p. 78.

Joyce and Showers (2002) concluded that a collaborative coaching relationship
must be included as part of the process if the goal is for teachers to transfer their
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training into practice. Marzano and Simms (2013) agreed that coaching provides “the
most effective means of helping teachers transfer newly acquired knowledge and skills
to their classroom” (p. 5). Furthermore, Kretlow and Bartholomew (2010) asserted
that coaching promotes high-fidelity of applying evidence-based practices from the
training to the classroom setting. They stated that, whenever possible, coaching should
accompany teacher in-service trainings to encourage the fidelity in the application of
the teaching practice.
The job-embedded, differentiated professional learning that instructional
coaching can provide has shown promising results. Research conducted by DarlingHammond and Richardson (2009) suggested that “intensive, content-rich, and
collegial learning opportunities for teachers can improve both teaching and student
learning” (p. 52). Instructional coaches have enabled schoolwide improvements in
instruction by establishing partnerships, respecting teachers’ time, modeling
instructional practices, and offering teachers choice (Knight, 2004). The personalized
learning approach of coaching had a “significant influence on the teachers’ learning
design skills and in-practice teaching abilities” (Ma, Xin, & Du, 2018, p. 302).
Furthermore, Eisenberg et al. (2017) found that instructional coaching enhances
professional learning, strengthens student engagement, and improves instructional
practices.
It seems that instructional coaching may encourage teachers to further refine
their teaching practices. Kohler, Crilley, Shearer, and Good (1997) found that teachers
who participated in the process of coaching addressed more procedural changes than
those who taught in isolation. These procedural changes included refining directions,
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increasing the use of hands-on materials, reducing the length of lessons, and
increasing academic talk. Kohler et al. (1997) concluded that procedural refinements
in the classroom were more likely to be formally examined under the conditions of
collaboration than independence. They also believed that these refinements would be
sustainable and further developed over time.
Instructional coaches can make a difference in how teachers feel about their
work. Preciado (2015) discovered that almost 90% of teachers who participated in the
coaching process felt they made improvements to their practice as a result of working
with the instructional coaches. Teachers believed they benefited from the jobembedded support and appreciated the relationships built in the process. Additionally,
Pappas and Jerman (2015) posited that effective coaching enhances the quality of life
of teachers and the schools in which it is implemented.
Concerns and Challenges
There are several concerns and challenges regarding instructional coaching
reported in the literature. Knight et al. (2015), who fully believed in the benefits of
instructional coaching, cautioned that, if done poorly, it can be detrimental,
destructive, and a waste of resources.
Absence of consistent instruments and practices. One concern is with the
lack of empirically supported instruments that coaches can use to provide informative
data and changes in teaching practice (Reddy et al., 2017). During a randomized
controlled study using the Classroom Strategies Coaching Model, Reddy et al. (2017)
determined that instructional coaching could benefit from formative assessments that
would help gather quantitative data on teachers’ classroom practices in both behavior

29
management and instruction. In addition, Teemant et al. (2010) noted that research on
instructional coaching has not identified the most effective coaching practices nor the
frequency with which coaching should take place. According to Blazar and Kraft
(2015), “the high cost of coaching also raises important questions about the optimal
design of program features such as coaching dosage and teacher-to-coach ratios that
maximize effects relative to cost” (p. 3). Furthermore, it is a challenge for the
instructional coaching models to establish, define, and evaluate the designation of
meaningful improvement. Acquiring valid and reliable evidence of improvement over
time is difficult to provide (Teemant et al., 2010).
Limited research regarding coach preparation and ongoing professional
learning. Another concern is the paucity of research regarding how coaches gain the
skills they need to be effective in their role (Gallucci et al., 2010). After several
qualitative, comparative case studies with instructional coaches in the Pacific
Northwest, Gallucci et al. (2010) asserted that those who enter the role of instructional
coach may not be fully prepared as the established experts they need to be to support
adult learners, overcome obstacles, and learn new pedagogy and content while
entrenched in the coaching process. “There is surprisingly little peer-reviewed
research that 1) defines the parameters of the role, 2) describes and contextualizes the
work of instructional coach, or 3) explains how individuals learn to be coaches and are
supported to refine their practice over time” (Gallucci et al., 2010, p. 920). They
argued that coaches are learners too, and little is known about the professional
learning processes that coaches need in order to be successful in their role. As a result,
they concluded that the field of instructional coaching would benefit from further
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research about professional development opportunities that directly relate to and
support the role of coaching.
Professional Learning for Coaches
There are some structured professional learning opportunities for instructional
coaches. The New Teacher Center, Instructional Coaching Innovations, and The
Instructional Coaching Group all provide professional learning for school districts
looking to invest in their instructional coaching program. In addition, Federal Way
Public School District and Spokane School District, both in Washington State, provide
details of their embedded instructional coaching programs on their websites. These
programs address the professional learning experiences for their instructional coaches.
Furthermore, the state of Pennsylvania has implemented an Instructional Coaching
Endorsement for all teachers interested in the role of instructional coach. While these
opportunities for professional learning exist, they may not be available to all
instructional coaches due to cost and/or district input.
New Teacher Center. The New Teacher Center (NTC) model is a national
nonprofit that works to improve student learning and increase teacher effectiveness.
Starting in 1998, at the University of Santa Cruz, NTC has worked to enhance
teachers’ skills and practices through teacher induction and instructional coaching.
The majority of the research and information on NTC’s programs are targeted towards
new teacher induction, which NTC defines as two years of support for a novice
teacher from a trained mentor who provides ongoing, job-embedded feedback and
formative assessments. For the purposes of this literature review, the focal point will
be specifically on NTC’s work with instructional coaching. According to their
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website, the instructional coaching program prepares all teachers (novice and veteran)
to “help students meet higher, more rigorous standards by focusing on rigorous
standards-based learning, social-emotional learning, research-based instructional
practices, and diverse learning needs” (newteachercenter.org).
While on school premises, NTC trainers work to build school/district capacity
in four core areas: student learning, educator effectiveness, leadership development,
and optimal learning environments. They also plan with educational leaders to move
toward a more effective instructional coaching system that incorporates the following
eight practices:
1. Rigorous coach selection based on qualities of an effective coach;
2. Ongoing professional development and support for coaches;
3. Sanctioned time for frequent coach-teacher interactions;
4. All educators receive ongoing support multi-year coaching;
5. Intensive and specific guidance moving student learning and teaching
practice forward;
6. Professional teaching standards and data-driven conversations;
7. Clear roles and responsibilities for administrators;
8. Collaboration with all stakeholders.
NTC created the Instructional Coaching Program Standards as a guiding
framework for instructional coaches. Incorporating ideas from teachers, educational
leaders, researchers, state agencies, and policy-making organizations, they developed a
set of fundamental elements and characteristics of high-quality coaching that they
have infused into the program standards.
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Additionally, NTC created a set of Instructional Coaching Practice Standards
to “accelerate the development of teacher effectiveness, improve teacher retention,
build teacher leadership, increase student learning, and support equitable outcomes for
every learner” (New Teacher Center Instructional Coaching Practice Standards, 2018).
Instructional Coaching Innovations. Instructional Coaching Innovations was
created by the Center for Early Childhood Professional Development at the University
of Oklahoma. The creators of Instructional Coaching Innovations noticed that there
were limited opportunities for instructional coaches to receive professional learning
specific to their role, and thus chose to fill that void by offering a variety of
professional learning options for improving instructional coaching skills and practices
that ultimately increase teacher effectiveness and student outcomes. Instructional
Coaching Innovations believes that specific coaching skills must be acquired and
consistently practiced with Master Coaches. In order for sustained change to occur in
the classroom, coaches need an opportunity to regularly collaborate with, and learn
from, each other. Their professional development model includes five components:
appropriate environment; research-based curriculum; differentiated coaching; progress
monitoring; and content knowledge.
The Instructional Coaching Innovations team provides the professional
learning at the instructional coaches’ school site. Coaches can receive one-on-one
coaching instruction and shadowing that takes place between two and five days.
Professional learning includes: the role of the coach; the coach as an agent of change
and how to create a culture of change; the language of coaches; reflective questioning;
four coaching strategies designed to improve instructional strategies of teachers; and
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the Coaching Innovations coaching protocol. Coaches can also attend a three-day,
intense professional learning conference that is specifically designed for their
instructional coaching needs (https://outreach.ou.edu/educationalservices/education/instructional-coaching-innovations/).
The Instructional Coaching Group. Directed by Jim Knight, the
Instructional Coaching Group has established a network of both virtual and face-toface interactions that focus on professional learning for instructional coaches. Coaches
can visit the Instructional Coaching Institute, attend workshops hosted either at the
coaches’ school or at the company’s home-base in Lawrence, Kansas, or attend the
annual Teacher Learning Coaching Conference.
The Instructional Coaching Institute offers intensive, five-day coaching
sessions in Lawrence. This small group opportunity includes scientifically proven
tools and practices to help coaches assist teachers in addressing the most immediate
concerns in behavior, content knowledge, instruction, and/or formative assessment.
The institute includes six domains for professional development: adult learning; an
instructional coaching cycle; using video recordings to gather data; instructional
practices described in an instructional playbook; communication skills; and leadership
skills.
The Instructional Coaching Group workshops are hosted within either the
coach’s school or at the company’s home-base in Lawrence. These workshops
include: Coaching Teams; Seven Secrets of Great Instructional Coaching Programs;
Coaching to Improve Classroom Management; Creating an Instructional Playbook;
Coaches of Coaches; What Administrators Need to Know About Coaching; Gathering
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Data; Introduction to Leadership Coaching; The Impact Cycle; Designing and
Delivering High-Impact Presentations; High-Impact Instruction; Video As a Part of
Professional Learning; Better Conversations; Coaching to Increase Engagement;
Better leaders; and Coaching to Increase Achievement.
The annual Teaching Learning Coaching Conference hosts educators from
around the world. Coaches can attend learning sessions that are focused on “highimpact teaching strategies, proven instructional coaching practices, and system change
strategies” (instructionalcoaching.com).
Federal Way School District. Federal Way Public School District has
strategically embedded professional learning into their Instructional Coaching
Program. As noted on their website (fwps.org), the district aims to create a culture of
continuous professional learning for every student and adult learner, including their
instructional coaches. “Our coaching model’s purpose is to improve student
achievement and teacher efficacy through the professional partnership between the
instructional coach and the teacher. Instructional coaching provides teachers with
collaborative support to meet the needs of their students” (para. 3). Federal Way has
determined nine roles of an instructional coach: school leader; data coach; learning
facilitator, co-learner; resource provider; classroom supporter; curriculum
specialist/instructional specialist; catalyst for change; and reflective practitioner. In
order to provide their instructional coaches with their own professional learning,
Federal Way School District provides each coach with support from the K-12
Instructional Coaching Program Specialist, essentially a coach for the coaches.
Instructional coaches meet regularly with their coach in whole group, small group, and
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one-on-one settings to assist with professional goals, time management, professional
learning opportunities, and reflection.
Spokane Public Schools Instructional Coaching Model. Spokane School
District created an Instructional Coaching Model framework in 2010. Within the
framework are nine defined roles of an instructional coach: classroom supporter;
instructional supporter; curriculum or content facilitator; data coach; facilitator for
change; learner; professional learning facilitator; resource; and school leader (Spokane
Public Schools, 2010). The role of the coach as learner is “to engage in continuous
learning in order to keep current including but not limited to: 1) engaging in
professional development opportunities and professional reading, and 2) practicing
and reflecting about what is learned” (Spokane Public Schools, 2010, p. 5). Embracing
the coach as learner is further unpacked in one of their guiding principles for training
and supporting the instructional coaching model. “Coaches require a professional
learning community of their own to continually increase their knowledge and skill in
order to build capacity of teachers for quality teaching and learning” (Spokane Public
Schools, 2010, p. 12). This professional learning for coaches framework is further
described in three categories: knowledge and skills; infrastructure; and planning and
coordination.
The knowledge and skills section discusses training options for new coaches as
well as veteran coaches. All new coaches receive training in the Instructional
Coaching Model, district initiatives, Mentoring Matters, and the Professional Learning
Framework. The on-going trainings for returning coaches rotate on a 3-5 year cycle,
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with topics ranging from coaching foundations to professional learning communities
to social justice.
The infrastructure section focuses on the organizational structures available for
the professional learning of instructional coaches. These include; two full days, one at
the beginning of the school year and one at the end; bi-monthly, half-day Professional
Learning Communities; coach-to-coach mentoring for new coaches; and regular
meetings with their principal.
Finally, the planning and coordination section outlines those involved in
collaborating to create the professional learning opportunities for the instructional
coaches. These include: the instructional coaches; Special Programs Department;
Professional Learning Department; principals; Curriculum Coordinators; and
consultants.
Pennsylvania Department of Education. In 2016, the Pennsylvania
Department of Education implemented an Instructional Coaching Endorsement
program that requires 12 credits and 45 hours of field experience in order to be
considered for an instructional coach role (Pennsylvania Department of Education,
2016). The obligatory competency categories for each Instructional Coaching
Endorsement are: content; instructional coaching skills and abilities; instructional
practices; assessment; and organizational leadership and school change. Although
programs do have flexibility in how they disseminate the competencies among their
courses, one example of an Instructional Coach Professional Core Program includes
the following four courses, each worth three credits: Leadership and School Change;
Foundations of Instructional Coaching; Assessment Analysis and Instructional

37
Decision Making; and Instructional Coaching Practicum. In order to apply for an
Instructional Coaching Endorsement Program, educators must possess a teaching
license in addition to three years of teaching experience. Upon successful completion
of the endorsement program, educators may be considered for instructional coach
roles.
Research Gap
Notably absent from the research, however, is a study exploring elementary
coaches’ perceptions of how prepared they are for their role as an instructional coach.
According to Kraft and Blazar (2018), there is a profound lack of understanding about
coaches’ learning, as well as how to support that learning. “Research that seeks to
understand the characteristics and skills of effective coaches (such as
teaching/coaching experience, content knowledge, coach preparation, and rapport with
teachers) can aid in the development of these systems” (Kraft & Blazar, 2018, p. 73).
As of yet, there is little known about the unique skill sets that translate into being an
effective coach nor how to foster them (Blazar & Kraft, 2015). Kowal and Steiner
(2007) posited that coaches require ongoing training in content expertise, pedagogical
knowledge, and interpersonal capabilities. They determined that more research is
necessary on the kinds of training and professional learning that is most useful for
coaches. Furthermore, during a study regarding the fidelity of implementing an
instructional coaching program in a large suburban district in Texas, the six
instructional coaches in the study all expressed a mutual desire to be trained by an
expert coach before the beginning of the school year, as well as ongoing training in
research-based practices throughout the school year (Reece, 2016). Moreover, Linn
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(2018) studied a group of five high school instructional coaches in Arkansas who all
stated they had no formal experience with adult learners before starting their positions
as instructional coaches, and they were placed into the coaching positions with
inconsistent professional learning opportunities. One conclusion from her study was
that professional learning for instructional coaches must include a variety of resources
and tools to support the developmental stages of adult learning. Gallucci et al. (2010)
confirmed that coaches were frequently required to independently overcome obstacles
while working to understand the components of their coaching role as they learned
how to do it. For these reasons, it was necessary to examine the perceptions of
elementary instructional coaches on their preparation for the role as coach.
Summary
Instructional coaching is a method of professional learning that can increase
teachers’ application of new strategies and practices. Implementing an individualized
and ongoing coaching model or cycle that focuses on student data and targets student
achievement is recommended. Instructional coaching should involve several elements
including the modeling of new teaching strategies, a nonevaluative partnership, a
collaborative relationship, and consistent feedback. Joyce and Showers (1995), Knight
(2004), and Marzano and Simms (2013) examined the effects of instructional coaching
on teacher practice and found an increase in the transfer of training, personalized
learning, significant teacher growth, and positive changes in practice. Conversely,
there are also several challenges regarding instructional coaching noted in the
literature. These include a lack of empirically supported tools, an absence of clearly
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defined roles and guidelines, and a paucity of understanding how coaches are prepared
for their role as instructional coach.
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Chapter 3: Methodology
The following chapter presents the methodology that was used to conduct this
mixed method research study regarding elementary instructional coaches’ perspectives
on their preparation to enact the role as coach. First, the identified purpose statement
and research questions are reviewed. Next, a description of, and rationale for, utilizing
the selected research methodology for this study is provided. Then, an explanation will
be provided of the participants and instruments involved followed by an examination
of the data collection procedures. Next, an explanation of the ethics of the study and
positionality of the researcher are described. Chapter 3 concludes with an outline of
the data analysis procedures and trustworthiness of the investigation.
Purpose Statement and Research Questions
The purpose of this case study was to examine elementary instructional
coaches’ perspectives on their preparation to enact this role. To further investigate the
preparation of instructional coaches, the following research questions were targeted:
1. How are elementary instructional coaches prepared to meet expectations
prior to, and during, their service in that role?
2. How do elementary instructional coaches perceive the impact of their
preparations on their coaching of classroom teachers?
3. What professional learning do elementary instructional coaches wish to
experience to further develop their skills in regard to their role as
instructional coach?
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Research Design and Rationale for Methodology
In order to develop a thorough, in-depth understanding of the instructional
coach participants’ perceptions, a single descriptive intrinsic case study approach was
used. A case study allowed comparisons to be made while providing a description and
an analysis of the data collected (Creswell & Poth, 2018). The purpose of using a
single case study was to make sense of the instructional coaches’ perspectives and
experiences as a group, not to single out any one person or district. This intrinsic case
study included elementary instructional coaches who served in this position at public
elementary schools within the state of Oregon between the years 2018 and 2020.
Instructional coaches included in this study were part or full-time, working at one
elementary school or several elementary schools, and coaches who specialized in
various subject matters, such as a literacy coach, as well as those who were
generalized coaches, working in multiple contexts. As Stake (1978) asserted, a case
study approach is “found to be a direct and satisfying way of adding to experience and
improving understanding” (p. 7). The goal of any intrinsic case study is to obtain a
comprehensive understanding of the case, and this case study improved our
understanding of how our instructional coaches are prepared for their roles as coach.
According to Yin (1993), “a descriptive case study presents a complete description of
a phenomenon within its context” (p. 5). This descriptive case study aimed to
demonstrate transferability for future studies. Stake (1978) posited that case studies
“have an epistemological advantage over other inquiry methods as a basis for
naturalistic generalization” (p. 7).
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For this case study, the mixed methods research was organized through a social
constructivist lens. The constructivist theory lens encouraged a focus on understanding
the experiences from the point of view of the instructional coaches that are in the heart
of instructional coaching. With intentions to better understand the world in which the
participants live and work, this researcher wanted to make sense of how instructional
coaches are trained and prepared for their roles through their multiple, varied
perspectives and realities (Creswell & Poth, 2018). The researcher wanted to hear
what instructional coaches had to say about their experiences, and report their
perceptions, while honoring their individual values, and how their realities had been
co-constructed and shaped by experiencing instructional coaching (Creswell & Poth,
2018). There was no intention to prove or test a theory. Instead, once the data were
collected, the themes that emerged from the data were unpacked, and the lived
experiences of the instructional coaches were illuminated (Creswell & Poth, 2018).
Mixed methods research combines a collection and analysis of quantitative and
qualitative designs (Mills & Gay, 2019). The descriptive sequential mixed methods
investigation opens opportunity for collective strength and a better understanding of
the problem (Creswell, 2015). A descriptive sequential mixed methods design
involves sequencing the collection of data, merging the two sources of data, and then
conducting analysis through rich description (Creswell, 2015; Creswell & Garrett,
2008). The researcher approached the inquiry inductively through a survey and
interviews, and represented the data in a literary style. First, quantitative and
qualitative methods were employed through a survey of public elementary
instructional coaches in Oregon. Then, the survey data was complemented with
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qualitative methods by interviewing a subset of the original sample group. This
procured further information and allowed for a deeper understanding of the problem,
and an opportunity to derive further details from the cohort (Creswell & Garrett,
2008). The descriptive sequential mixed methods design integrated effectively with
the single descriptive intrinsic case study approach to examine the instructional
coaches’ perspectives collectively, with rich detail, and through their own voices.
Participants
This study involved a total of 50 participants. Of the 50 participants who
completed the survey, ten of those instructional coaches also participated in
interviews.
Survey participants. The survey was sent to current instructional coaches in
Oregon public elementary schools. The email addresses of coaches in Oregon were
obtained through the local Education Service Districts (ESDs) and school districts.
This included coaches who specialized in various subject matters, such as a literacy
coach, as well as those who were generalized coaches, working in multiple contexts.
Coaches who worked at one elementary school and those who worked in multiple
elementary school buildings were included. Additionally, both part-time and full-time
coaches were included. By inviting instructional coaches in public elementary schools
across Oregon to complete the survey, there was a potentially larger quantity of data to
better answer the research questions at the center of this investigation. Furthermore,
coaches in different areas of the state tend to have very different experiences, and it
seemed prudent to examine as many perspectives as possible while maintaining the
geographic boundary of the state of Oregon.
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There was a total of 60 responses to the survey. Ten of these surveys were
removed from the study because they either did not fit within the boundaries or they
were so incomplete as to provide little value. For example, one respondent was an
instructional coach at a middle school and thus outside the boundary of elementary
school coaches. Four respondents completed 68% of the survey, which the researcher
deemed added enough value to the purposes of the study, and thus these four surveys
remained. Additionally, several surveys were finished, however the respondents did
not answer select qualitative, write-in questions. The researcher decided to preserve
these surveys in the study as well. Thus, 50 surveys remained in the study, indicating
an initial sample size of 50 participants. Table 2 displays the participant
demographics.
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Table 2
Participant Demographics
Demographic Category
Years of Experience as an Educator
1-5
6-10
11-15
16-20
More than 20
Unknown
Years of Experience as a Coach
1-5
6-10
11-15
16-20
More than 20
Unknown
Level of Education
Bachelor’s
Master’s
Master’s +30
Doctorate
Unknown
FTE
Part-Time
Full-Time
Other
County
Clackamas
Jackson
Linn
Marion
Multnomah
Polk
Umatilla/Union/Morrow
Washington
Yamhill
Unknown

n

%

0
1
13
17
14
5

0%
2%
26%
34%
28%
10%

30
7
6
2
0
5

60%
14%
12%
4%
0%
10%

2
7
35
1
5

4%
14%
70%
2%
10%

8
40
2

16%
80%
4%

8
2
1
4
14
1
2
12
1
5

16%
4%
2%
8%
28%
2%
4%
24%
2%
10%

46
It is noteworthy that all but one participant indicated they have been an
educator for 11 or more years, yet 60% of the participants have been an instructional
coach for five or less years.
Survey sampling. The survey sampling strategies included purposeful
sampling, criterion sampling, and snowball sampling. These sampling strategies were
used concurrently to maximize the potential for the survey to reach as many coaches
as possible within the boundaries of the study.
Purposeful sampling. Purposeful sampling involves intentionally choosing
participants that can “purposefully inform an understanding of the research problem
and central phenomenon in the study” (Creswell & Poth, 2018, p. 158). Instructional
coaches in Oregon have direct and valuable knowledge of the problem, and
perspectives regarding the research questions, which is the goal of purposeful
sampling (Merriam & Tisdell, 2016).
Criterion sampling. Criterion sampling involves selecting participants who
meet specified criteria related to the study in order to promote quality assurance
(Creswell & Poth, 2018). The criteria for this study included being a current or recent
part-time or full-time instructional coach at a public elementary school (or schools) in
Oregon.
Snowball sampling. Snowball sampling created an additional layer of potential
respondents by encouraging participants to recruit their acquaintances who fit the
criteria of being an elementary instructional coach in Oregon. This form of sampling
increases the likelihood of a larger sample size for the survey, and potentially filled
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gaps if some instructional coaches did not receive the initial communication with the
survey (Creswell & Poth, 2018).
Response rate. According to the Oregon School Directory (Oregon
Department of Education, 2020), there are 723 elementary schools within 197 school
districts in Oregon. Incorporating the most recent national data (National Center for
Education Statistics, 2016) that 66% of schools have a specialist or coaching
assignment on their staff, then there are approximately 477 instructional coaches in
Oregon who potentially fit within the bounds of this case study. The researcher,
however, was unable to determine an exact number of instructional coaches employed
in Oregon. According to Oregon Department of Education, specific records of
instructional coaches are not kept by the state. When instructional coaches are reported
by their district, it is under the ‘other’ category, along with a variety of other positions.
Oregon Education Association confirmed that they also do not maintain records on the
number of instructional coaches. Furthermore, most Education Service Districts and
school districts were not able to confirm the number of coaches in their schools. Thus,
an accurate response rate on the survey was deemed unattainable.
Interview participants. There were ten interview participants in the study.
Each interview participant has been given a pseudonym to ensure confidentiality.
Table 3 displays the interview participants’ demographics. In order to explicitly
protect the anonymity of the participants, the county column has been coded. The
coding allows for a depiction of the 7 different counties represented in the study
without drawing attention to those particular counties. Participants who worked in the
same county are represented by the same number.
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Table 3
Interview Participant Demographics
Participant
Andy
Bailey
Casey
Drew
Elliot
Finley
Glen
Hayden
Jamie
Kyle

Years of
Experience as
an Educator
More than 20
More than 20
11-15
16-20
More than 20
16-20
11-15
More than 20
11-15
11-15

Years of
Experience
as a Coach
16-20
1-5
1-5
1-5
1-5
1-5
1-5
6-10
1-5
1-5

Level of
Education

County
FTE

Masters +30
Masters
Masters
Masters +30
Masters +30
Masters +30
Masters +30
Masters +30
Masters +30
Masters +30

Full-Time
Part-Time
Full-Time
Full-Time
Full-Time
Full-Time
Full-Time
Full-Time
Part-Time
Full-Time

1
2
3
1
4
5
6
7
5
2

Note. County column is represented by numbers to protect anonymity of participants.

Interview sampling. When survey responses concluded, the researcher first
reviewed all those who indicated interest in the interview. Out of the 50 instructional
coaches who completed the survey, 31 indicated an interest in interviewing. Stratified
sampling and purposeful sampling were implemented consecutively to determine the
final 10 interview participants.
Stratified sampling. First, stratified sampling was used to include participants
from various counties and varying years of experience. Stratified sampling allows
facilitation of comparisons and the option to involve subgroups (Creswell & Poth,
2018). Seven counties were represented in the survey respondents who indicated an
interest to interview, thus the researcher determined to ask one coach from each of the
smaller counties and two coaches from the largest three counties. For the counties
where there was more than one respondent, the researcher stratified by years of
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experience as a coach and years of experience as an educator to narrow down the
interviewees.
Purposeful sampling. Finally, the researcher employed purposeful sampling to
determine interesting cases, with a potential to provide more detail and depth.
Interesting cases included coaches who seemed like they had more to share on the
topics and those with various experiences as a coach. This narrowed it down to ten
instructional coaches, all of whom participated in the interviews.
Instrumentation
Two different instruments were used at various phases in the investigation.
First, a Qualtrics cross-sectional survey was sent out to all instructional coaches in
Oregon. Second, based on the willingness of those respondents, a subset of 10 coaches
participated in interviews, in order to move deeper into investigating the problem.
Survey. The Qualtrics survey was created by the researcher and included a
combination of closed and open-ended items. The researcher investigated a plethora of
surveys to potentially use in this study, however none of the available surveys were
directly appropriate to this study or suitable to elicit responses to the research
questions. Thus, this researcher chose to devise a survey that could specifically
address the purpose of the study, research questions, and themes obtained from the
literature review. A collection of demographic data was also gathered, and an analysis
of descriptive statistics were used. Open-ended items allowed for the collection of
qualitative data regarding the participants’ perspectives on their preparation for the
role of instructional coach, as well as the professional learning opportunities they
would like to experience.
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Survey research is well suited to descriptive studies (Muijs, 2011). In
particular, a cross-sectional survey was appropriate for this study since the
investigation only required the participants to be surveyed one time. By using
Qualtrics, respondents could be guaranteed confidentiality. Additionally, surveys are
“highly suited to gathering information on respondents’ perceptions and opinions”
(Muijs, 2011, p. 39). A combination of closed and open-ended questions allowed the
respondents to freely formulate answers while employing some standardization and
comparability of answers across respondents.
The content validity and reliability of an instrument are of critical importance.
Content validity is the degree to which the instrument measures what it is intended to
measure and reliability is the degree to which an instrument consistently measures
what it is intended to measure (Mills & Gay, 2019). To improve content validity and
reliability, this survey was reviewed by three university faculty members with mixed
methods research experience. Additionally, the survey was pilot tested by four
doctoral students enrolled at the university and two instructional coaches outside the
bounds of this case study, who were thus unable to participate in the investigation. The
data collected in the pilot testing was not used in the data analysis. Participants in the
pilot test were asked to provide feedback on survey protocol, understandable
directions, clear wording, appropriate item responses, sufficient information, length,
and convenience. Although the careful creation of the instrument was attentive to
issues of reliability and validity, this cannot be confirmed without its use in additional
studies.
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The Qualtrics survey was sent to elementary instructional coaches in public
schools starting on September 23, 2020. Appendices A and B contain the emails that
were sent to instructional coaches and ESD leaders. The survey closed on October 31,
2020. The survey concluded with a collection of demographic data from each
participant, including number of years as an educator, number of years as a coach,
highest level of education, and the county in which the coach was employed.
The following are some sample items from the Qualtrics cross-sectional
survey. The first sample question involves a series of response options that can be
checked.
•

What types of professional learning did you participate in prior to your time as
an instructional coach? Please check all that apply.

The next example is from a Likert style response matrix with options from strongly
agree to strongly disagree.
•

Professional learning for coaches is a priority in my district.

The final sample question is open-ended, with a multi-line text entry box.
•

If you could offer advice to those considering becoming an instructional coach,
what advice would you give them? Why?

The complete survey can be found in Appendix C.
In order to encourage as much participation in the survey as possible, the
researcher offered a raffle of two $25 gift cards. Each survey respondent could enter
the raffle if they chose. Appendix D consists of the gift card survey.
Additionally, the researcher encouraged snowball sampling by offering to
donate to the American Red Cross for each survey that was forwarded to another
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instructional coach. On November 10, 2020, the researcher donated $200 to the
American Red Cross.
Interviews. The researcher created the semi-structured interview questions and
protocol. The semi-structured format was chosen in order to elicit the perspectives of
the respondents while still providing a guided focus on the issues to be explored,
alignment to the research questions, and an opportunity for follow-up questioning as
needed. According to Merriam and Tisdell (2016), in qualitative studies interviews
tend to be more open-ended and less structured. “Less structured formats assume that
individual respondents define the world in unique ways” (p. 110). Having broad
questions allows the researcher to fully listen to the participants, and follow avenues
of inquiry that potentially develop (Merriam & Tisdell, 2016).
The interview protocol and questions for this study were designed using
themes from the literature review and based on the research questions. The interview
questions were peer reviewed by six doctoral students to strengthen the credibility of
the questions. Additionally, two instructional coaches pilot tested the interview
questions to further enhance their credibility. These instructional coaches are outside
the boundaries of this case study, due to their current positions as administrators, and
thus unable to participate in the actual investigation. All peer reviewers and pilot
testers were asked to provide feedback on interview protocol, language and phrasing,
and pertinence to the research questions.
The interviews were conducted via the online format Google Meet between
October 16, 2020 and October 30, 2020. Face-to-face interviews were not an option
during the timeframe of the study due to social distancing measures. An email was
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sent to each potential interview participant to invite them to the interview (Appendix
E). Each participant signed consent via Qualtrics prior to the interview (Appendix F)
and was emailed a copy of that consent along with the interview protocol and
questions (Appendix G). Participants also received a copy of the protocol and
interview questions via email prior to the interview (Appendix H). Additionally,
interview protocol was addressed at the beginning of the interview. Each participant
agreed to be recorded during the interview. The interview questions are listed below.
1. Tell me a little bit about yourself in terms of your role as an instructional
coach. How long have you been a coach? What led you to become a coach?
2. Think back to __ years ago, before you became an instructional coach. What
preparation did you experience related to the role?
a. In retrospect, once in the role, how prepared did you feel?
3. What professional learning have you experienced during your time as an
instructional coach?
a. Did the experience(s) make you feel more prepared for the role? If so,
provide a specific example or two.
4. What professional learning experience resonates as the most beneficial for
your role as coach?
a. Why was this beneficial for your coaching role?
5. Tell me about an area/component of coaching for which you feel best prepared.
a. Least prepared.
b. What professional learning opportunity could help you feel more
prepared?
6. How has your role as a coach evolved since you began working as a coach?
7. Tell me about an experience coaching a teacher that felt successful. What was
great about that moment?
a. What skills did you possess that helped this interaction to feel
successful?
8. Describe what you think the ideal professional learning would be for a new
coach?
a. For a veteran coach?
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9. Is there anything else you would like to share about instructional coaching that
I didn’t ask?
A copy of the interview questions, directions, and protocols can be found in Appendix
H.
Data Collection Procedures
Data was collected through an electronic cross-sectional survey and individual
interviews. The Qualtrics survey was the initial source of data and was sent by email
to all instructional coaches in Oregon on September 23, 2020. Purposeful sampling,
criterion sampling, and snowball sampling were used to reach as many of the
instructional coaches in Oregon as possible. The results from the survey helped
confirm that there were not any necessary changes to the interview questions. The
individual, semi-structured interviews were then used to gather additional data to
expand upon the information from the surveys and begin the triangulation process.
Purposeful sampling and stratified sampling were used when selecting the 10
instructional coaches who completed the survey and agreed be interviewed via Google
Meet. These interviews took place during a two week window between October 16,
2020 and October 30, 2020.
Ethical Considerations
No human was harmed during this study. The study design minimized risks
through privacy and confidentiality. Participation in this study was completely
voluntary. A letter was provided to each potential participant, informing them of
consent, privacy, and confidentiality. Additionally, all participants were notified of
their right to withdraw from participation at any time without penalty. Moreover, the
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names of all participants have been masked to protect identity (Creswell & Poth,
2018).
All data collected was stored on a password protected, district computer,
backed up on a district server, and stored under password protection in Dropbox.
An application to the University of Portland Institutional Review Board (IRB)
was submitted on August 6, 2020. The IRB application was approved on August 10,
2020, prior to any collection of the data. The IRB approval letter can be found in
Appendix I.
Positionality
As a former instructional coach, I wholeheartedly believe in the benefits of
instructional coaching. I have witnessed direct, positive impacts of coaching, including
increased confidence in teaching abilities, verbal gratitude from teachers, and evidence
of improved instructional practices.
I was an instructional coach during a period of four years. For two of those
years I had the title of instructional coach at one public elementary school. During that
time, I was considered the expert at the school on all matters, including instructional
practices, classroom management, current curriculum, newly adopted curriculum,
literacy frameworks, assessments, interventions, pedagogy, andragogy, creating and
presenting professional development, and more. The only preparation I had for this
role was 14 years of teaching second and third grade. There were four elementary
schools in this district, each one with an instructional coach on staff. The other three
coaches had a similar lack of formal preparation for the role. Essentially we were all
expert teachers, who were interested in becoming instructional coaches, and thus
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deemed fit for our role as coach. We met often, guided each other with new ideas,
initiated our own book studies, shared strategies, and confessed our failures. We all
enjoyed our role as coach, and yet craved further preparation that would boost our
confidence and give us more foundational guidance. As we determined there were
limited formal professional learning opportunities for us as coaches, each of us
enrolled in different programs for administrative licenses. This wasn’t the training we
needed, but it gave us a perspective on working with adults and improved our
leadership skills.
In my second coaching role, I was considered an effective behavior support
coach, which essentially meant I was an instructional coach whose focus was on
classroom management and behavior strategies for inclusion of all students in a
classroom setting. For this role, I traveled to ten public elementary schools, working in
every second and third grade classroom. At this point I had completed my
administrative work, which boosted my skills in several ways. Still, the only real
preparations for my role as coach were the previous two years as an instructional
coach, and any expert knowledge I had gathered along the way as an educator for 16
years.
I absolutely loved my roles as a coach. I worked directly with over 120
teachers, as well as classified staff and administrators. I believe I made a difference in
many educators’ and students’ lives. Yet, I cannot help thinking that I could have been
better at my role. I was creating the job for how I thought it should be, without any
real guidance, preparation, or formal instruction. There were times I certainly felt
unprepared and lacking what I needed. Many of my coach colleagues felt the same.
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It is conceivable that my experiences as an instructional coach have biased my
work as a researcher in this study. My personal lack of preparation when transitioning
into the instructional coaching role is one of the reasons I wanted to conduct this
research. I wondered if other instructional coaches were experiencing the same things
I was. I questioned that my experience in my school district was unique. My curiosity
and experiences encouraged me to delve into this topic with hopes to learn more about
how instructional coaches can best be prepared for their roles.
Role of the Researcher
Throughout the data collection process, the researcher was cognizant of
relationships, biases, and any potential power dynamics based on her role as a former
instructional coach, and current assistant principal. As Merriam and Tisdell (2016)
asserted, the “interviewer-respondent interaction is a complex phenomenon. Both
parties bring biases, predispositions, attitudes, and physical characteristics that affect
the interaction and the data elicited. A skilled interviewer accounts for these factors in
order to evaluate the data being obtained” (p. 130). This researcher acknowledged the
potential for bias, given positionality as a previous instructional coach, within the
context of the study.
Data Analysis
Data were analyzed through description of the case, as well as key
issues/themes that arose through descriptive statistics, Chi-Square, and coding. As
Stake (1995) asserted, “there is no particular moment when data analysis begins.
Analysis is a matter of giving meaning to first impressions as well as to final
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compilations” (p. 71). Thus, the data analysis was a fluid process, attending to
emerging themes and adapting to the data as needed.
Survey data. There were 35 total items on the survey, 28 of which categorize
as demographic or quantifiable data. These demographic items and quantitative data
were analyzed using descriptive statistics and Chi-Square within Excel. Chi-Square
tests examined the differences between what was expected to happen and what
actually happened. Statistical significance was evaluated with a criteria of p < .05.
Seven of the survey items categorize as qualitative data. These qualitative data were
incorporated into the data from the interviews, and were included in the coding
process.
Interview data. Each interview was transcribed by the researcher. The
transcription process helped the researcher become familiar with the qualitative data
and identification of emerging themes. After reading through the transcript and
addressing key questions, the researcher then initiated the process of coding, which, as
Saldaña (2016) described, is the “transitional process between data collection and
more extensive data analysis” (p. 5). A codebook was created in Excel to record the
emerging codes through first and second cycle coding.
First cycle coding. First cycle coding is the process of initially coding the data
(Saldaña, 2016). In Vivo Coding was used as the first cycle coding method in order to
prioritize and honor the participants’ voices. In Vivo means in that which is alive, and
documents actual words or short phrases from the qualitative data (Saldaña, 2016). In
Vivo Coding provided an opportunity to focus on the specific words instructional
coaches used to describe their preparation for coaching as well as their perspectives
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about professional learning. Coding as a splitter, almost every line of data transferred
into its own initial code. Then each code was cut and pasted into clusters of similar
meaning (Saldaña, 2016). For example, the researcher recorded “no training at all” as
an In Vivo code from one participant. Then, upon discovering that multiple
participants described similar scenarios, this code was clustered together with other In
Vivo codes, such as “no professional development” and “no experience with pd.”
Code mapping. Code mapping organizes the codes from the first cycle coding
into a list of categories (Saldaña, 2016). The process of code mapping allowed this
researcher to arrange data into a systematic approach that prepared the first cycle
codes for second cycle coding while enhancing the trustworthiness of the study
(Saldaña, 2016).
Second cycle coding. Second cycle coding involves an analytic strategy
through categorization of the coded data to generate emerging themes (Saldaña, 2016).
Pattern Coding was used as the second cycle coding method in order to group together
the material from In Vivo Coding into more meaningful units of analysis (Saldaña,
2016). The codes were documented, organized, and analyzed within an Excel
spreadsheet, providing for flexibility with the coding cycles and methods. Pattern
Coding allowed for patterns to emerge from the voices of all the instructional coach
participants, and provided the opportunity to collectively illuminate their perspectives.
For example, noticing a pattern, the researcher gathered the cluster of In Vivo codes
“no training at all,” “no professional development,” and “no experience with pd,” and
categorized them into the theme of ‘Lack of Preparation.” Overall, 39 codes emerged
from the data during Pattern Coding.
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Trustworthiness
Trustworthiness of the study was ensured through various triangulation
protocols. According to Yin (1993), triangulation protocols increase confidence in the
interpretations, demonstrate commonality of assertions, and corroborate the data.
Curtin and Fossey (2007) defined trustworthiness as the “extent to which the findings
are an authentic reflection of the personal or lived experiences of the phenomenon
under investigation” (p. 88). Trustworthiness was established in this study by using
multiple data sources to produce a comprehensive understanding of the perspectives
on instructional coaches. Incorporating both qualitative and quantitative methods is
also a form of triangulation. Additionally, credibility, transferability, dependability,
and confirmability were all addressed to reinforce a trustworthy investigation.
Credibility. To ensure credibility, member checking and bracketing were
utilized. Member checking involves sharing transcripts and emerging themes from
preliminary analysis of interviews with the participants, and helps assure that what the
participants said is interpreted appropriately by the researcher (Creswell & Poth,
2018). According to Curtin and Fossey (2007), member checking is “a way of finding
out whether the data analysis is congruent with participants’ experiences. Researchers
can learn a great deal about the accuracy, fairness and validity of their data analysis
when participants review the findings” (p. 92). Therefore, after all transcriptions were
drafted, the transcripts were sent to the participants in the study for member checking.
Participants were asked to check for accuracy of the content, and to clarify any terms
that needed interpretation (Stake, 1995). Bracketing, which involves an extensive
process that aims to access various layers of consciousness, was also employed to help
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identify and set aside biases and judgements that may occur while approaching the
data (Tufford & Newman, 2010). Bracketing is used to “mitigate the potential
deleterious effects of unacknowledged preconceptions related to the research and
thereby to increase the rigor of the project” (Tufford & Newman, 2010, p. 81). The
process of bracketing was particularly relevant for this study based on the researcher’s
previous role as an instructional coach.
Transferability. To provide transferability of the study, purposive sampling
and thick description were used. This encouraged more meaningful data and
conclusions for others to review, find relevance in, and potentially reproduce the study
with different boundaries (Miles, Huberman, & Saldaña, 2014). “With this vivid
detail, the researchers help readers understand that the account is credible. Rich
description also enables readers to make decisions about the applicability of the
findings to other settings or similar contexts” (Creswell & Miller, 2010, p. 129).
According to Curtin and Fossey (2007), thick description allows the reader to trust that
as much detail as possible has been provided and investigated, which further ensures
the trustworthiness in the research process. Although transferability of this study is
possible, it should be noted that this study was context-bound to the specific group of
instructional coach participants in Oregon who coached at public elementary schools.
Dependability. An audit trail was established to encourage dependability of
the study. The audit trail provided careful documentation and a written description of
every process taken during the course of the investigation (Miles, Huberman, &
Saldaña, 2014).
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Confirmability. Confirmability was affirmed through explicit description and
detail of the process, as well as the connection between the data and conclusions of the
study (Miles, Huberman, & Saldaña, 2014). The data were presented objectively and
findings were established with neutrality.
Summary
This chapter presented the methodology that was used to conduct this mixed
methods descriptive case study regarding elementary instructional coaches’
perspectives on their preparation to enact the role as coach. The sampling techniques
involved in the study were purposeful, criterion, snowball, and stratified sampling,
each of which had relevance on the participants involved. Two instruments were
created by the researcher to further investigate the problem. Participants first
encountered the survey, which provided a greater breadth of data by including 50
elementary instructional coaches in Oregon. Subsequently, 10 of those respondents
participated in one-on-one interviews, in order to go more in-depth into the
investigation. Ethical considerations were addressed and positionality was established.
An outline of the data analysis was presented, which included descriptive statistics,
Chi-Square, In Vivo Coding, and Pattern Coding, all organized and analyzed within
Excel. Finally, the topic of trustworthiness was explored and the limitations of the
study were acknowledged.
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Chapter 4: Data and Analysis
The purpose of this case study was to examine elementary instructional
coaches’ perspectives on their preparation to enact this role. In the previous chapter,
the methodology of the research was discussed, including the design, rationale,
participants, instruments, data collection, and data analysis. In this chapter, the
reporting of the data analysis is organized to address the three research questions of
this study:
1. How are elementary instructional coaches prepared to meet expectations
prior to, and during, their service in that role?
2. How do elementary instructional coaches perceive the impact of their
preparations on their coaching of classroom teachers?
3. What professional learning do elementary instructional coaches wish to
experience to further develop their skills in regard to their role as
instructional coach?
Analysis of both quantitative and qualitative data is presented concurrently as each
research question is examined. Further interpretation of themes will be provided in
chapter 5.
Research Question # 1: How are elementary instructional coaches prepared to
meet expectations prior to, and during, their service in that role?
To answer the first research question, qualitative and quantitative data from the
survey and interviews were analyzed. The investigation focused on identifying the
professional learning activities that instructional coaches experienced both prior to and
during their service as an instructional coach.
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Coaching roles. The analysis commenced with examining the descriptive
statistics of the 50 participants. Table 4 displays the various types of coaching roles
with which the sample identifies. The majority of participants (66%) described
themselves as an instructional coach, which typically indicates that they coach on
instructional strategies within most, or all, content areas. Nineteen of the participants
(38%) checked two or more boxes, indicating that they see themselves as falling into
multiple coaching categories. For example, nine participants (18%) marked both
instructional coach and literacy coach. Of the five participants who checked other,
two described themselves as language development coaches, two described
themselves as data coaches, and one a bilingual instructional coach.
Table 4
Participants’ Coaching Roles
Type of Coaching Role
Behavior
Instructional
Literacy
Math
Social-Emotional Learning
Technology
Other

n
4
33
13
5
5
6
5

%
8%
66%
26%
10%
10%
12%
10%

Note. Participants were asked to check all that apply.

Professional learning opportunities for instructional coaches. In order to
better understand the professional learning opportunities for coaches, participants were
asked to reveal the various types of professional learning they had experienced both
prior to, and during, their role as coach. Table 5 displays the various types of
professional learning opportunities that instructional coaches experienced. This
includes professional learning prior to the coaching role, during the coaching role, and
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the resources used to supplement learning. There were 88 different instances of
professional learning opportunities for coaches prior to entering the instructional
coaching role. During the coaching role, there were 206 different instances of
professional learning opportunities. When responding to the self-guided resources
question, seven participants checked other. These participants noted that they
supplemented their professional learning through conferences/workshops not
provided/endorsed by their district (n = 2), Education Service District (ESD)
established Network Meetings (n = 2), social media venues (n = 2), and union related
work focused on coaching (n = 1).
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Table 5
Professional Learning Opportunities and Resources that Instructional Coaches
Experienced
Categories of Professional Learning
Professional Learning Experienced Prior to Coaching
Book Study Related to Coaching Role
Conference Related to Coaching Role
Graduate Course(s) Pertaining to Educational Leadership
Graduate Course(s) Related to Coaching Role
Professional Learning Community Related to Coaching Role
Training Specific to Coaching Role
Workshop Related to Coaching Role
Other
Professional Learning Experienced During Coaching
Book Study Related to Coaching Role
Conference Related to Coaching Role
Graduate Course(s) Pertaining to Educational Leadership
Graduate Course(s) Related to Coaching Role
Professional Learning Community Related to Coaching Role
Training Specific to Coaching Role
Workshop Related to Coaching Role
Other
Self-Guided Resources Used to Supplement Learning
Books
Colleagues
Journals
Podcasts
Webinars
Other

n

%

12
8
12
5
11
11
17
12

24%
16%
24%
10%
22%
22%
34%
24%

41
31
13
4
38
34
41
4

82%
62%
26%
8%
76%
68%
82%
8%

45
48
22
25
38
7

90%
96%
44%
50%
76%
14%

Note. Participants were asked to check all that apply.

Qualitative data further highlighted three professional learning experiences that
prepared coaches for their roles. Collaboration with colleagues, coaching programs,
and mentorship emerged as valuable forms of professional learning. Additionally, the
theme of lacking preparation materialized.
Collaborating with colleagues. Collaboration with colleagues emerged as a
valuable professional learning experience for instructional coaches. It seems that
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instructional coaches engaged with other coaches in order to further prepare
themselves for their coaching roles. The majority of participants (62%) indicated that
instructional coaching colleagues were regularly a source of their professional
learning. This included Professional Learning Communities (PLCs), department
meetings, district cohorts, and unofficial debriefs. Many of these collaborations (22%)
appear to have occurred weekly, with a range from daily to monthly. Interview
Participant Andy, who experienced daily debriefs with their colleagues, impressed
upon the benefits of collaboration as a source of professional learning. “Collaborating
with colleagues is so beneficial. Asking a trusted colleague about a real experience
that happened. ‘What do you think about this? Have you had this happen?’” Interview
Participant Drew echoed this, stating, “I probably learned more my first year through
unofficial meetings and the official weekly instructional coach meetings. Just learning
from the other instructional coaches has really helped a lot.” Another participant
described their ability to collaborate based on changes that their district implemented.
Many coaches across my district were really on their own. We were like ‘silos’
and many things were disconnected. Now we are all centralized, so we
collaborate more which allows us to produce professional learning that is
relevant for all schools, and we hear each other’s input and feedback.
Additionally, as a means to supplement their learning, 96% of participants indicated
that they sought out their colleagues as resources for professional learning.
Coaching cadres appear to have been a source of professional learning for
some instructional coaches. It seems these cadres started in specific Education Service
Districts or regions, and branched out with invitations to coaches in surrounding areas
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as well. For example, five participants mentioned the Multnomah County Literacy
Network, facilitated by the Multnomah Education Service District (MESD), as a
professional learning experience they participated in during their time as a coach.
According to these participants, this group of coaches meets three to four times each
year to collaborate with each other and engage in learning new strategies and tools for
coaches. Drew remarked that they enjoyed “Just going and connecting with people
there and hearing about things county and statewide.” Additionally, six participants
mentioned state or regional cadres that met to share experiences, have common
conversations, and provide leadership opportunities. Interview Participant Hayden
described the state technology cadre as, “Really focused on supporting and coaching
and providing good professional development.”
Coaching programs. Several participants reported coaching programs as
professional learning they had experienced. It appears these programs were selected
by the school district. It is unclear if instructional coaches were part of the discussion
when the programs were selected.
New Teacher Center. The New Teacher Center (NTC) was mentioned by two
participants who worked in the same county. Their school district(s) have employed
New Teacher Center for professional learning opportunities, described as “Monthly
NTC forums and training” by one participant. According to Jamie,
This year we are actually working with New Teacher Center, and doing a
multiple year, intensive training with them. Some of it is confirming things I
am already doing. Also I think it will make it so we will all be doing similar
work, and we can look at the data as a district instead of just as a school. We
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can also look at the impact of coaching, which is ultimately what we are trying
to do with the New Teacher Center.
Kathy Norwood. Three participants shared details about a coaching workshop
they attended, led by Kathy Norwood. Interview Participant Bailey described their
experience at the workshop.
The first month of my position I was able to go to four days of Kathy
Norwood, and that completely was my pivotal change. She helped me realize
where my coaching strengths were and where I need to go forward. I have
actually done her three times now. The district has supported us to go to her
three times. The third time she did a team coaching where she was definitely
more how to help groups move toward transformational change.
Interview Participant Kyle worked in the same county as Bailey, and had a similar
experience. “My district sent us to a workshop with Kathy Norwood. We participated
for a few days one summer, and a few days the next summer. Some of our principals
went so they could get a better understanding.” Andy, who worked in a different
county, also went to this workshop, expressing a slightly different experience.
I went to the coaching instructional piece by Kathy Norwood. I honestly
walked away thinking that maybe I am not really an instructional coach. It just
didn’t feel like a good fit for me. But I realized that, just like everything, there
are lots of different ways to do different things, and so I just put that behind
me.
Instructional Coaching Group. Two participants described professional
learning facilitated by Jim Knight’s Instructional Coaching Group. One mentioned a
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“Week long Jim Knight training” and the other, Hayden, discussed a year-long series
of trainings.
We were able to start working with the Jim Knight Instructional Group. We
had them come out twice for in-person sessions. It was great for us! It
confirmed what we had taught ourselves. It confirmed everything that we
thought coaching was. So that is the direction when we talk to an admin about
what is coaching. We can use the Jim Knight model. I definitely felt more
prepared after these. It gave us some tools to have more structure in how we
approached the needs. The Coaching Group gave us more of a structure,
research to lean on, some best practices to lean on.
Elena Aguilar. Two participants mentioned attending Elena Aguilar’s
classes/trainings. One participant declared that “Attending Elena Aguilar and reading
her books has made the most impact as an instructional coach.” Finley shared about
attending Aguilar’s professional learning with teammates.
Many of us went to an Elena Aguilar in-person training. It was great! After that
we rolled out coaching PLCs together where we were using the problem of
practice protocol on a regular basis and we were working and supporting each
other, which was phenomenal. Now I feel like we are having some real
conversations about how we talk to adult learners, because we have shared
language and shared context. That makes a huge difference.
Three more participants have read Aguilar’s coaching books, and recommended
following her work “because she has a wealth of knowledge and resources.”
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Other. Three other programs were named when participants were recording the
professional development they had experienced. Interview Participant Casey described
their work with Danielson. “We did ten full-day sessions with Danielson to work on
my evaluation, my coaching, my feedback. I learned focused feedback, conversations,
those types of things. The district provided this to all the administrators and myself.”
Bailey mentioned their experience with Solution Tree. “I went to a Solution Tree
workshop. He does give you really good professional development on how to culture
shift within your building.” Finally, one participant reported that they attended a
Learning Forward conference each year.
Mentorship. Mentorship emerged as a beneficial form of professional learning
for instructional coaches. Four participants (8%) described mentorship as part of the
professional learning they had received. One participant shared, “I had an excellent
mentor who taught me a ton.” Another participant described the communication they
had with their mentor. “My district contracted with a mentor for me. I met with this
mentor each month and was able to contact her directly at any time. We developed a
plan and vision for my coaching.” Casey appears to have had the most variety of
mentorship opportunities, reporting mentor coaches from Oregon Department of
Education, Response to Intervention, and Education Northwest. “I had a lot of one-onone prep work.” Casey was quick to note that these mentorship opportunities occurred
through grants that their school district received.
Lack of preparation. Many participants indicated that they did not experience
any professional learning opportunities related to the coaching role. One survey
participant stated, “I did not receive any coaching related training prior to the
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position.” Another participant declared, “Professional development specific to my role
is not provided.” Many more participants echoed this sentiment with, “I haven’t
received any professional development since accepting my new instructional coaching
role,” “I have asked to go to trainings, but there haven’t been any coaching trainings
that I have been allowed to go to,” and “There was absolutely no professional
development that came prior to me starting the role. We were just instructed to go out
and do it without any professional development.” Overall, 13 survey participants
(26%) and 6 interview participants (60%) indicated a lack of professional learning
opportunities specific to preparing them for their role as an instructional coach.
Hours per month of professional learning. Participants recorded the number
of hours they participated in professional learning activities each month. These were
segregated into two categories: district-provided or district-supported and self-guided.
Table 6 displays the number of hours per month that coaches experienced professional
learning opportunities. The majority of coaches (78%) indicated that they received
zero to three hours of professional learning each month that was provided or supported
by their district. To supplement their professional learning opportunities, the majority
of coaches (72%) spent four or more hours a month on self-guided professional
learning. Overwhelmingly, it appears that instructional coaches are engaging in selfguided professional learning more frequently than professional learning that is
provided or supported by their district.
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Table 6
Hours per Month of Coach Professional Learning
Professional Learning
Hours per Month
Less than 1
1-3
4-6
7-9
10 or more

Provided by District
n
%
18
36%
21
42%
4
8%
3
6%
4
8%

Self-Guided
n
%
1
2%
13
26%
14
28%
8
16%
14
28%

Transition into coaching. Participant responses indicated that there were a
variety of paths for transitioning into the instructional coaching role. Interview
Participant Finley shared about their transition into coaching. “Everyone told me I had
to do the job, so I thought I would give it a go. It felt like the right next step at the
time.” Interview Participant Jamie had a similar experience. “It just happened that the
coach took a different job, and it was suggested that I apply for it. I thought, ‘really?’
But it felt like a natural progression for me.” Some participants were asked
specifically if they were interested in the position, like Interview Participant Casey. “A
new principal came in, and asked if I would be interested in an instructional coach
position if we created one. I didn’t really understand what I was signing up for, like
most of us don’t.” The majority of participants (72%) applied for their coaching role.
Five of the participants (10%) indicated that they neither applied for, nor were
assigned to, the role of coach. These individuals noted that they were invited by their
principal to take over the role (n = 3) or the position that they previously had merged
into the coaching role (n = 2).
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Certification. The majority of participants (68%) were not obligated to obtain
a certificate in order to transition into their coaching role. Sixteen participants
indicated that a certificate was either required or encouraged in order to transition into
the coaching position. The certificates that participants mentioned categorize into the
following themes: Endorsements in Reading or English Second Language (n = 10),
participation in a coaching cohort or formal coaching training (n = 4), Masters in
Curriculum and Instruction (n = 1), and being bilingual (n = 1). Table 7 displays
participants’ transition into the coaching role.
Table 7
Participants’ Transition into Coaching
Transition into Coaching Categories
Application Versus Assignment
Applied for Coaching Position
Assigned to Coaching Position
Other
Certificate Required for Coaching Position
Yes
Not Required, but Encouraged
No

n

%

36
9
5

72%
18%
10%

8
8
34

16%
16%
68%

Research Question #2: How do elementary instructional coaches perceive the
impact of their preparations on their coaching of classroom teachers?
To answer the second research question, quantitative and qualitative data from
the survey and interviews were analyzed. This analysis directly focused on the
perceptions and perspectives of the participants, gathering an understanding for how
instructional coaches felt about the preparations for their role as coach.
Professional learning statements. Participants were asked to respond to a
Likert Scale matrix examining their perspectives on six statements about professional
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learning in their district. Overwhelmingly, 72% of instructional coaches reported that
they were responsible for their own professional learning opportunities. Furthermore,
only 40% of instructional coaches were satisfied with the professional learning that
they received. Table 8 displays the percentage of instructional coaches that agreed or
strongly agreed with each statement, disagreed or strongly disagreed with each
statement, as well as the mean and standard deviation. The Likert Scale options for
responses were: strongly disagree (1); disagree (2), neither agree nor disagree (3);
agree (4); and strongly agree (5).
Table 8
Response Frequencies for Instructional Coach Professional Learning
Statement
I am responsible for creating my
own professional learning
opportunities.

% Agree
72%

% Disagree
12%

Mean
3.86

SD
1.01

The cost of professional learning is
paid for by my district.

64%

18%

3.58

1.26

Coaches’ input is considered when
professional learning is planned.

56%

22%

3.38

1.12

I am satisfied with the professional
learning I receive.

40%

38%

3.04

1.21

Coaches’ experience and learning
needs are considered when
professional learning is planned.

28%

48%

2.72

1.20

Professional learning for coaches is
a priority in my district.

26%

54%

2.68

1.20

Note. N = 50.
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A Chi-Square analysis was run to determine whether there was a difference in
response frequencies regarding instructional coaches’ satisfaction with their districtprovided or district-supported professional learning based on the number of hours per
month of professional learning they received. The Chi-Square analysis revealed a
statistically significant difference, X2 (N = 50) = 28.57, p < .001. Phi was calculated at
.33, indicating a moderate effect size. Zero percent of coaches (n = 18) who received
less than one hour per month of district-provided or district-supported professional
learning felt satisfied with the district-provided professional learning opportunities.
Additionally, 100% of coaches (n = 11) who received four or more hours per month of
district-provided or district-supported professional learning felt satisfied with their
professional learning experiences.
A Chi-Square analysis was run to determine whether there was a difference in
response frequencies regarding the cost of professional learning being paid for by the
district based on the number of hours per month of self-guided professional learning.
The Chi-Square analysis revealed a statistically significant difference, X2 (N = 50) =
37.98, p < .001. Phi was calculated at .35, indicating a moderate effect size. Zero
percent of coaches (n = 14) who participated in less than one hour of self-guided
professional learning indicated that the cost of professional learning was paid for by
their district. However, 69% of participants (n = 13) who participated in one to three
hours of self-guided professional learning indicated their professional learning was
paid for by their school district. Additionally, 100% of coaches (n = 23) who
participated in four or more hours per self-guided professional learning indicated their
professional learning was paid for by their school district.
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Proficiency. Participants were asked to respond to a Likert Scale matrix
examining how proficient they felt regarding key elements of instructional coaching. It
appears that 92% of instructional coaches felt proficient at building relationships.
However, only 56% of instructional coaches felt proficient at providing feedback to
teachers. Table 9 displays the percentage of instructional coaches who indicated they
felt very or extremely proficient in each of the instructional coaching key elements.
The Likert Scale options for responses were: not at all proficient (1); slightly
proficient (2); moderately proficient (3); very proficient (4); and extremely proficient
(5). Mean and standard deviation are also displayed.
Table 9
Response Frequencies for Instructional Coach Proficiency
Instructional Coaching
Key Elements
Building Relationships

% Very/Extremely
Proficient
92%

Mean

SD

4.38

.62

Problem Solving

90%

4.04

.54

Presenting to Staff

90%

4.12

.65

Collaborating with Teachers

86%

4.26

.69

Modeling/Demonstrating

82%

4.08

.69

Collaborating with Leadership

80%

4.00

.79

Observing

72%

3.92

.79

Providing Feedback

56%

3.62

.74

Note. N = 50.

Chi-Square analyses were run to determine whether there were differences in
response frequencies regarding instructional coaches’ feelings about their proficiency

78
based on the number of hours per month of district-provided or district-supported
professional learning they received. Six of the Chi-Square analyses revealed
statistically significant differences. For example, zero percent of coaches who received
less than one hour per month of district-provided or district-supported professional
learning described themselves as proficient in providing feedback to teachers.
Additionally, 91% of coaches who received one or more hour per month of districtprovided or district-supported professional learning, and 100% of coaches who
received four or more hours per month of district-provided or district-supported
professional learning, described themselves as proficient in providing feedback to
teachers. Another notable example involves the key element of observing. Twentyeight percent of coaches who received less than one hour per month of districtprovided or district-supported professional learning described themselves as proficient
in observing teachers whereas 100% of instructional coaches who received one or
more hours of district-provided or district-supported professional learning described
themselves as proficient at observing teachers. See Table 10 for results.
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Table 10
Perceptions about Instructional Coach Proficiency on Key Coaching Elements by
Hours per Month of District-Provided Professional Learning

Instructional
Coaching Key
Elements
Providing
Feedback

Hours per Month of District-Provided
Professional Learning
% Proficient % Proficient % Proficient
Less than 1
1-3
4 or more
hour
hours
hours
(n = 18)
(n = 21)
(n = 11)
0%
86%
100%
(n = 0)
(n = 18)
(n = 11)

X2

Strength

39.44**

moderate

Observing

28%
(n = 5)

100%
(n = 21)

100%
(n = 11)

31.23**

moderate

Collaborating
with Leadership

50%
(n = 9)

100%
(n = 21)

100%
(n = 11)

19.51**

modest

Modeling/
Demonstrating

56%
(n = 10)

100%
(n = 21)

100%
(n = 11)

16.93**

modest

Collaborating
with Teachers

67%
(n = 12)

100%
(n = 21)

100%
(n = 11)

12.12*

modest

Presenting to
Staff

78%
(n = 14)

100%
(n = 21)

100%
(n = 11)

7.73*

modest

Problem Solving

83%
(n = 15)

100%
(n = 21)

100%
(n = 11)

5.67

83%
(n = 15)

100%
(n = 21)

100%
(n = 11)

5.67

Building
Relationships

-

Note. *p < .05. **p < .001.

Chi-Square analyses were also run to determine whether there were differences
in response frequencies regarding instructional coaches’ feelings about their
proficiency based on the number of hours per month of self-guided professional
learning in which they engaged. All Chi-Square analyses revealed statistically
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significant differences. For example, 7% of coaches who engaged in zero to three
hours per month of self-guided professional learning described themselves as
proficient in observing teachers. Additionally, 100% of coaches who engaged in four
or more hours per month of self-guided professional learning described themselves as
proficient in observing teachers. Another notable example is the key element of
providing feedback. Zero percent of instructional coaches who engaged in zero to
three hours per month of self-guided professional learning described themselves as
proficient in providing feedback to teachers. Furthermore, 81% of coaches who
engaged in four or more hours per month of self-guided professional learning, and
100% of those who engaged in seven or more hours per month of self-guided
professional learning, described themselves as proficient in providing feedback to
teachers. See Table 11 for results.
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Table 11
Perceptions about Instructional Coach Proficiency on Key Coaching Elements by
Hours per Month of Self-Guided Professional Learning

Instructional
Coaching Key
Elements
Observing

Hours per Month of Self-Guided
Professional Learning
% Proficient % Proficient % Proficient
0-3
4-6
7 or more
hours
hours
hours
(n = 14)
(n = 13)
(n = 23)
7%
100%
100%
(n = 1)
(n = 13)
(n = 23)

X2

Strength

45.17**

moderate

Providing
Feedback

0%
(n = 0)

46%
(n = 6)

100%
(n = 23)

36.74**

moderate

Collaborating
with Leadership

36%
(n = 5)

100%
(n = 13)

100%
(n = 23)

28.22**

moderate

Modeling/
Demonstrating

43%
(n = 6)

100%
(n = 13)

100%
(n = 23)

24.49**

moderate

Collaborating
with Teachers

57%
(n = 8)

100%
(n = 13)

100%
(n = 23)

17.53**

moderate

Presenting to
Staff

71%
(n = 10)

100%
(n = 13)

100%
(n = 23)

11.18*

modest

Building
Relationships

79%
(n = 11)

100%
(n = 13)

100%
(n = 23)

8.21*

modest

Problem Solving

79%
(n = 11)

100%
(n = 13)

100%
(n = 23)

8.21*

modest

Note. *p < .05. **p < .001.

Feeling unprepared. One of the themes that emerged from the data was the
feeling of being unprepared for the instructional coaching role. According to
participants this is due to a lack of professional learning opportunities or lack of time
to participate in professional learning. Nineteen survey participants (38%) and seven
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interview participants (70%) described feelings of unpreparedness. It seems that
coaches didn’t know what they didn’t know. For example, one participant shared, “I
learned very quickly that my many years of teaching and serving on district leadership
teams did little to prepare me for my role as coach.” Drew noted, “I had about one
hour with the previous instructional coach. I did not feel very prepared. I felt illprepared to be honest.” Kyle described further feelings of unpreparedness.
I worry that I am not doing the role justice. I think that is just the lack of
training and professional development. We haven’t had a lot of guidance. I
want to be the best that I can be for the people that are in front of me. I could
be way better with proper professional development. I really wasn’t prepared.
Jamie expanded on emotions that arrived with feelings of being unprepared. “I did not
feel prepared. It was terrifying actually. It was scary. It is a scary position to be in.”
Bailey summed it up by saying, “The more I do it the more I realize how unprepared I
am.” Several participants described feeling prepared for instruction and curriculum
aspects of the role, but not the more complex components of coaching adults. For
example, “I felt prepared to provide instructional strategies, but I did not feel prepared
for the interpersonal dynamics of coaching.” Another participant remarked, “I felt like
I had the knowledge and practices, just not the ‘how to coach’ training.”
Overwhelmingly, those participants that shared feelings of not being prepared
expressed yearnings to become more prepared for their roles.
Professional learning that prepared. Participants mentioned a variety of
professional learning experiences that they felt prepared them for their roles. These
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experiences can be organized into the following categories: practice and experience,
trainings and workshops, and collaboration with colleagues.
Practice and experience. Practice and experience emerged as an important
factor to feeling prepared. Six participants (12%) described the benefits of being in the
coaching role as one of the best ways to feel prepared. The experience of the role and
power of practice made them feel more prepared to engage in coaching teachers. One
participant stated, “I had several years of experience in a similar role, so I felt 85%
prepared.” Another participant shared, “ I feel much more prepared for my role as an
instructional coach now, after several years in the role.” The concept of time resonated
with many participants. “I feel very well prepared due to time and experience in the
role.”
Trainings and workshops. Various trainings and workshops were described as
beneficial to feeling prepared for the coaching role. A third of participants (30%)
noted that the opportunity to receive trainings and workshops was impactful. “I felt
relatively comfortable because there were required and funded trainings that would be
a part of the role change.” Another participant remarked, “I have taken a great deal of
professional development on how to coach staff which has been very helpful.” Other
participants named specific trainings as those that helped them feel prepared for the
coaching role. “I am becoming more and more prepared for this position as we work
with New Teacher Center and follow their coaching model.” Jim Knight was also
mentioned. “The Jim Knight workshop was the most beneficial experience. It was so
targeted and directed specifically to the coaching cycle.” Additionally, another
participant remarked, “Going to Jim Knight’s Instructional Coaching Institute was an
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extremely valuable and authentic workshop experience in preparing for the coaching
role.” The need for consistent and ongoing opportunities for trainings and workshops
emerged as well. “I found that continued training and peer practicing is critical to
improving my craft and skills.” Finley described the impact of attending a training as a
coaching team.
We went together as a group of colleagues, and we immersed ourselves in
some intensive work together where we role played and practiced, and had a
chance to get our feet wet and work through some uncomfortable settings
before we tried the work out with teachers. It was so nice to have multiple days
of instruction that wasn’t just thrown at you. It was your sole focus to learn and
take it in, and be able to think about it, and then practice. Then you go back to
the real world and try on those shoes. And debrief with folks who could also
try on those shoes.
Collaboration and teammates. Collaboration with other coaches, teammates,
school leaders, and mentors was reported as an impactful experience that encouraged
perceptions of feeling prepared for the coaching role. One participant remarked, “I
have a team of coaches that collaborate every week. This helps me feel prepared and
ready.” Another participant expressed how collaboration enhanced their feelings of
preparation. “I feel more prepared than in the past due to the collaboration with other
coaches and on-the-job experience.” Sharing ideas with coach teammates benefitted
another participant. “I like taking those nuggets of information from the other
instructional coaches, who have more experience than I do, to create what I want it to
look like here.” Jamie described their feelings about collaboration. “Learning for me is
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working with my fellow coaches, and having the support, and getting to talk through
things.” Kyle didn’t have a coach colleague to collaborate with on the coaching cycle,
so they explored collaboration with another school leader.
The most beneficial professional learning experience has been the opportunity
to talk to a principal at another building who has been through this coaching
role. To be able to try and practice some of it with her, and then be able to ask
her and say, ‘here is where I am and how would you coach through this
situation?’ So, really, a peer.
Professional Learning Communities (PLCs) were mentioned as one of the organized
meeting experiences. One participant remarked, “I feel quite prepared as I continue to
attend workshops, conferences, and participate in district and statewide PLCs.”
Another participant stated, “I feel much more prepared now as I have had many hours
of training in instructional coaching in the past three years and the support of an
instructional coaches PLC.” The opportunity to coach each other also emerged as a
beneficial experience. “I feel that our district has really valued the role of coach and
given us ample time to come together, practice coaching, and be coached ourselves.”
Some of the participants described having a mentor while in the coaching role, and
how this enhanced their feelings of being prepared. “I feel very prepared since I was
provided a mentor.” Jamie recognized the benefits of mentorship, but didn’t have a
mentor, so created their own opportunity for mentorship. “I found myself asking other
coaches to mentor me. ‘Hey you are a great coach. Will you coach me on how to
coach’?”
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Self-guided professional learning. In order to feel more prepared for their
coaching roles, the majority of instructional coaches (98%) engaged in self-guided
professional learning to supplement what they received from their district. For
example, “I worked hard and volunteered for multiple opportunities I thought might
build my coaching skillset. This was done on my own and with no guidance.”
Another participant remarked, “I have done an immense amount of self-guided
learning and reaching out to networks in order to gain the knowledge necessary. My
district, as a whole, did nothing proactively to prepare me in my role as a coach.”
Drew described their self-guided learning experience.
There has been a lot of professional development, but it is all self-driven.
Thankfully I am very self-motivated, and I like to be very busy and I like to be
prepared. So these were things I just did on my own. Signing up for
workshops, watching webinars, reading books. If there wasn’t a system in
place, I created one.
Jamie described a coaching support group that they created to strengthen the selfguided learning opportunities.
I started running a coaches group meeting. No administrators invited. Basically
a support group for coaches. That didn’t exist. We need a lifeline to be able to
talk to other professionals and be able to bounce ideas that are hard. Support
each other that way. We like to pretend like it is any other profession. It just
isn’t. It is based on relationships. That piece is really important, and the
processing piece is really important.
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Reading and book studies. Participants described a variety of books and book
studies that they engaged in to feel more prepared for their coaching roles. Notably,
many participants found self-guided learning through literature to be particularly
beneficial to feeling more prepared. Drew noted, “I get a ton from professional
reading. I try to always be reading a professional book. When I’m done with one, I
know which one is coming next.” Glen remarked, “Reading books about modeling,
supporting teachers, and resources. I do a lot of reading. Everything is on my own and
self-directed. I feel like reading on my own and being self-directed has definitely
helped me a lot more.” Additionally, Andy discussed the different authors that have
helped them stay current. “I read lots of different authors. I read some Jim Knight.
Most recently Elena Aguilar. Brené Brown. Zaretta Hammond. Just trying to stay
current. I want to continually learn and keep updated. It helps me feel ready.” Notably,
every interview participant mentioned book studies as something they have initiated in
their professional learning experiences.
Graduate classes and programs. Seventeen participants noted experiencing
graduate classes related to leadership or the coaching role before becoming an
instructional coach. Furthermore, seventeen participants noted experiencing graduate
classes during their time as a coach. Of these participants, five described their pursuit
of a degree, license, or endorsement to enhance their professional learning and feel
more prepared. Four of these participants pursued an administrative license. One
remarked, “I feel much more prepared now having completed an admin licensure
program and a lot of research into adult learning, content areas, and coaching
practices.” Another participant stated, “I received my admin license prior, so felt
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prepared in the area of leadership and curriculum support.” Andy noted, “I received
my administrative degree and thought I wanted a change. I have had lots of education,
but nothing specific to being a coach.” Hayden also mentioned working toward an
administrative license. “I am working on my administrative credentials, but I don’t
think I will be an administrator. That sounds funny, but I am doing it because I want to
have that view. So that I can support my schools better.” Finally, one participant
mentioned feelings of preparedness from their doctorate and endorsements. “My
doctorate and multiple endorsements prepared me to pretty much coach in any
educational setting.”
Principals. The role of the building principal emerged as a consistent theme
amongst participants. Participants described the impact of the principal on a coach’s
feelings of preparedness. Participants’ statements were organized into two categories:
principals encouraging professional learning for coaches and how principals embraced
the role of coach in their building. Many participants described a relationship between
how their principals embraced the role of coach and the coach’s feelings of
preparedness. For example, Finley described having two different principals and how
the professional learning fluctuated based on the principal.
There was absolutely no professional development that came prior to me
starting the role. I didn’t feel prepared at all. The following year I had a new
boss, and she helped us engage in a lot of professional work. And then the year
after that we had another new boss. Our new leader was not sure what kind of
professional development she could provide. So our professional development
dropped off the face of the earth.
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Another participant described how coaching can look very differently at each school
due to the principal. “It would be beneficial to have clear messaging/understanding of
the coaching role. The role differs from building to building, depending on the
administrator’s understanding and comfort level.”
Principals encouraging professional learning. Five participants (10%)
described how their building principal encouraged their professional learning
opportunities. For example, one participant noted, “My principal lets me attend as
many workshops that our scheduling can allow. She values my learning.” Another
participant remarked, “My administrator is very open to having me attend other
professional development I find.” Additionally, Casey commented, “The
administrators didn’t send me to a lot, but they okayed me going to any professional
development that I ask.”
Principals’ impact on the coaching role. Fifteen participants (30%) discussed
the impact that their building principals had on their role as instructional coach. As
Casey noted, “So much of the coaches’ role is dependent upon their administrator and
that relationship.” Another participant advised, “Make sure your building admin
understands the work, and can either articulate that to your staff or allow you to
explain it to your staff.” Another participant clarified, “We get pulled in many
directions if our supervisor does not protect our time to coach.” In order for coaching
to succeed in a building, one participant remarked, “It is critical for the leader to
establish a school culture where coaching is for everyone.”
Four participants (8%) described a positive impact based on how their
principal supported their coaching role. For example, “I had a principal that was a
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former coach and set us up for great success by clearly explaining to our staff what a
coach does, does not do, the confidentiality of the role, etc.” Another participant
noted, “Key to my success was a building leader who understands the role and
explains it to the staff.” Bailey remarked, “I have an administrator who really supports
the concept of coaching. She is a huge champion within our district to make sure it
happens. She is really good about letting me have that be a part of my schedule.”
Five participants (10%) expressed how the lack of their principal’s
understanding and support negatively impacted their coaching role. For example,
Drew remarked,
I got into this job because I desire to help and support teachers, and coach
them, and I haven’t had opportunities to do that. I know that I can help
teachers, and I wish I had a way to get in and really coach. I can find back
doors into things to get into classrooms and try to help, but I haven’t had a
clear coaching role that I know is set up. It is not part of the culture and climate
here. From the top down. There needs to be more guidance from the top down
to implement those things.
Kyle shared,
My principal refers to me as the building coach, but my role is still vague. I
don’t think the teachers understand because there hasn’t been an official
training about what the coach can do. In order for teachers to be vulnerable
with me, there have to be some things in place, and a lot of it needs to come
from the principal. If we could be in the same room hearing the same message
for some of that then we could have a common understanding.
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Glen noted, “Some principals referred to me as I.T. in the early stages, which made
making deep meaningful connections with teachers around technology difficult.”
Finally, Hayden, who works with a variety of principals, remarked, “Principals need to
better learn the role of the coach. They THINK they know, but the data shows they
have very little idea or capacity to support coaching.”
Weird middle position. Several participants described the coaching role as a
weird middle position, one that resides between the domains of classroom teacher and
administrator. One participant remarked, “You will be put in a weird middle position
between admin and teachers. Advocate for teachers and respect admin.” Additionally,
Casey stated,
We are in a weird situation where I am not the principal, and I have been their
colleague for many years. So most of the staff come to me for things that they
should go to the principal for. I have become the middleman. So I am trying to
eliminate those types of things. Saying to them that their administrator is here
and this is more their type of thing. I can be here to listen, but I can’t solve that
for you. You need to take that to administration.
Furthermore, Finley noted,
Coaches sit in a weird place where we have no authority, but everyone thinks
we have authority. So that positional authority piece can be very awkward.
You don’t always want to take your struggles to your administrators, but you
can’t take them to your teachers, so how do you find people to be your support
system and connect with others?
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Additionally, Glen described how they have been acting as a filter for what
administrators are asking of teachers. “I feel like I am counseling admin to stop adding
more things to teachers’ plates. I’m doing a lot of filtering what is coming down from
admin to our teachers.” Another participant shared, “I wish I had known how hard it
was to exist in the area between admin and teachers.” Hayden described their struggle
being in a unique, middle position, and a possible solution.
I struggle with what a coach is. I feel like a lot of times I get a call from an
admin saying ‘Oh my god, you have to come help this teacher.’ They want me
to come in and be the fixer. Or the authority. And that isn’t what coaching is. I
have a hard time getting that message across. I am trying to understand from
the admin role, what is going on in their worlds. Then maybe we are really
trying to figure out how can we support admin. Not me specifically because I
haven’t been an admin. How can we look at hiring a principal mentorship type
position? Maybe training a former principal on how to coach
administrators to be more of, not just a manager, but an instructional leader
within their building. That is immensely lacking. Trying to have those crucial
conversations with administrators. ‘This is my line. This is how much I can
share with you to keep respect with my teachers. And this is your job. This is
not my job.’ Maybe that should be a COSA [Coalition of Oregon School
Administrators] focus for all the administrators.
Casey has been in the coaching role for five years, and recognized that educators in
the coaching position sometimes transition into an administrative role. “I don’t know
how long people typically do this type of job, but I feel like five years is starting to be
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quite a while. I know oftentimes this is a transition job into administration. I haven’t
made that transition yet.”
Instructional coach skill set. Participants indicated a variety of skills that
proficient coaches possess and make the most impact for coaching teachers. The most
recognized skills are: building relationships, being vulnerable, providing feedback,
listening, asking questions, using data effectively, the ability to implement productive
coaching cycles, and navigating adult learners.
Building relationships. The ability to build strong relationships emerged as
one of the most prevalent themes from participants regarding instructional coaching
skills that impact coaching teachers. “Building relationships is crucial” and “Rapport
with teachers is critical” were repeated frequently. Some participants stated their
comments about relationships as advice. “Work hard in the beginning to build
relationships with teachers and staff” and “Start by building strong trusting
relationships with your staff. This will enable them to trust you and allow you to coach
them.”
Interview Participant Elliot described a workshop they went to where the
presenter discussed the opportunity of a year of paid time to build relationships with
teachers before coaching them.
I went to a COSA [Coalition of Oregon School Administrators] conference in
Eugene, and I happened to attend a training where this instructional coach had
teachers there that she was coaching. She showed pictures of what they did.
She said, ‘I happen to be in a district in Oregon that values relationships, and I
was given a year to just build relationships with teachers, so they could trust
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me to come into their classroom and do the work that we are now doing, and
we are one strong team.’ The teachers were there and the videos of amazing
work that they did together. One teacher shared that she would never have
done it without the coach’s modeling, showing her how to do it. And the coach
said she could have never modeled it and had it work so effectively without
having a relationship first.
Some participants echoed the productivity that arose after a year of building
relationships. One participant shared, “Teachers are more open to having me come in
after a year of building relationships. That just takes time.” Another participant noted,
I really worked hard the first year to develop positive relationships and gain
trust and respect. Now they come to me with a lot. I get to do a lot of
supporting, where teachers are reaching out and asking for it. That didn’t
happen the first year because they didn’t know me.
Several participants noted that the transition into the coaching role was easier
for them because they started coaching in buildings where they had previously been a
teacher and thus had established relationships. “I was within my same building and
already had relationships established.” Kyle remarked, “It is all about the
relationships. For people that I had positive relationships before, in a different role, it
was an easy transition.”
Many comments showed links between building relationships and trust. For
example, “Relationship building must come first. It takes time to build trust and that is
the foundation to effective coaching.” Another participant noted, “Having the trust of
staff and the ability to create relationships are the most critical skills. Your colleagues
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need to feel like they can trust you with the information they are sharing and feel
supported.” Summing up the importance of relationships and trust, a participant
remarked, “Building trusting relationships is the most critical skill because they don’t
care what you know until they know that you care.”
Vulnerability. The ability to be vulnerable emerged as another theme when
participants were referencing instructional coaching skill sets. This includes
encouraging teachers to be vulnerable with the coach as well as coaches being
vulnerable with the teachers. One participant noted, “Teaching is very personal and it
is hard to be vulnerable in it unless you know the person has your back and can be
vulnerable in their work too.” Casey commented,
Teaching kids is a lot like coaching adults. The difference is you have to get
them to be vulnerable first. You have to get them to be hearing what you have
to say. When teachers let their guard down, and do the work, it really does pay
off.
Interview Participant Glen tied vulnerability in with the skill of building relationships.
“It is harder when you haven’t had the credibility because people have to be so
vulnerable when they are being coached and getting to that point when someone can
be honest with you is so important.” Finley referenced the coaches’ ability to be
vulnerable, and the impact it can have on coaching.
I am always vulnerable in front of kids, and so that has opened the door to be
vulnerable with adults. Sometimes it flops, and there is no greater opportunity
than when it lands on the floor and we just regroup. We are in a capacity where
we have a chance to be vulnerable and think about why something didn’t work
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and what could be better next time. What a gift we have. I am definitely now
more honest and vulnerable about what I do and don’t know, and how I can
support you in different ways.
Providing feedback. A coach’s ability to provide effective feedback emerged
as another theme. One participant stated, “Coaches need to be able to observe
objectively and provide effective feedback.” Another participant advised, “Make sure
you are comfortable providing clear, organized, and specific feedback.” Kyle
described how they provided feedback to teachers. “I won’t sugarcoat it, but I will be
professional with my honesty.” Casey remarked, “It is important to recognize when
someone is ready to hear feedback. And when they are not.” Andy went into detail
about how they pay careful attention to their language used when providing feedback.
I tried to say things like ‘I have a wondering’ or ‘I’m just thinking about…’ or
‘Have you tried…’ or ‘What about…’ and so it is never ‘You should do this or
you need to do this.’ It is more that I try to have a dialogue with somebody and
I also want to learn from it. I always try to take something that I have learned
that they did in their lesson, like ‘That was so great, I am going to think about
using that next time.’ Then usually that breaks down a barrier and they are
okay. We can then come up with some new ways to do it together.
Another participant echoed this sentiment, commenting on how coaches must be
cautious of their word choice and be prepared for a variety of feedback. “One of the
hardest and most important things is being prepared with what to precisely say to
teachers who are on both extremes of teaching.” Glen complemented that sentiment by
adding the value of coaches being able to accept feedback as well.
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I have an ability to take feedback and not take it personally. Accepting
feedback from those I coach is part of my job, and it is welcome and accepted.
I am grateful when they give me feedback. I can tell them the why behind
some of the things. Or I can change it because I am willing to change things to
make it different.
Listening. The skill of listening arose as another theme from participants.
According to participants, “being able to listen and learn” is a critical skill for
instructional coaches. Kyle expressed how they show active listening and making sure
teachers feel heard. “I am someone who makes you feel you are the important thing
that is in front of me.” Twelve other participants commented on the importance of
listening. For example, one participant noted,
The ability to listen without responding is important. You need to give space
for the person to talk, sometimes they answer their own issue. I also think
listening builds trust because if you act like you always have the answers it can
be off putting to others.
Another participant described the importance of listening to the emotions.
Listening skills and reading behind the words are critical. Teachers are often
stressed, and pulling out what they want to, and need to, work on to improve
instruction and relieve some of the stress requires listening to the emotion
behind their words and where that emotion is originating.
Suspending bias and listening without judgement was another component brought up
by participants. For example, one participant remarked,
Listen in a nonjudgmental way. If you don’t hear what the teacher wants,
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needs, expects, then there can be no productive work. If you think you know
something about a person or a situation, you won’t be open to what you see or
what possibilities exist.
Asking questions. Effective questioning emerged as another important skill for
instructional coaches to possess. According to one participant, “Questioning strategies
to activate others’ productive thought processes is critical.” Another participant shared
how the skill of questioning builds with practice. “With each coaching cycle, I learn
more about activating the other person’s thinking.” Glen described the reason they are
comfortable with questioning. “I feel very comfortable with asking questions. I know
that people have the answers, and finding ways to get to those answers.” Furthermore,
Bailey discussed a coaching cycle that felt successful due to their questioning.
I felt like our coaching experience was successful because I kept on asking
‘What has worked in the past? What do you think the road block is right now?’
I was trying to keep my question stems open. After about the third session, she
was giving her own answers. I started realizing that our exchanges were giving
her an opportunity, and the time, to give herself a second to think and she came
up with it. When she started spilling out her own greatness, I realized that I had
tapped into her resources a little bit.
Hayden remarked on how questioning leads to more reflection, and the benefits of
teachers being able to reflect on their practice.
Reflection is such a powerful tool, and as a teacher we are so busy with so
many things and forget to do it. So I was the person who called them on that.
We talked about ‘How did this week go? What went well? What differences in
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data are we seeing now that we have been doing it for three weeks? What are
our wins? What are the ones that we need to have a conversation about?’ They
had never experienced that kind of reflection as a team before.
Using data effectively. Participants described data as an important tool for
coaching. Using data effectively was depicted as a skill that coaches need to possess.
For example, one participant advised coaches that they need to “Understand and use
data to drive all instruction and coaching conversations whenever possible.” Casey
noted that they are “Pretty much the main coordinator for anything data related” and
remarked that “Using data and concrete observations to take the emotion out of the
situation is extremely beneficial.” Finally, Jamie confirmed,
The ability to collect data and tie it into our school plan is critical. Then have
that conversation around the data and ask good questions that lead the teacher
to discover the answers. I truly believe that teachers do have the answers. They
are professionals. They know their students. They know themselves.
Coaching cycles. Coaching cycles appear to be a relevant component of
instructional coaching. One interview participant, Casey, went into depth about
coaching cycles. First, Casey shared their opinion about coaching cycles being
voluntary. “I feel like sometimes people get forced into a coaching cycle. Anyone
forced to do instructional coaching usually is not willing to really improve their
practice or change anything.” Then, Casey shared how they started implementing
coaching cycles. “Not out of any direction from anybody, but I just developed
coaching cycles from the literature I read. I usually do cycles of three observations and
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feedback within two to three weeks, high impact and close together.” Next, Casey
described their approach to coaching cycles with teachers.
I approach coaching cycles similar to sports. Okay, we are going to watch your
classroom just like we watch game tape. We are going to analyze this just like
we would on the basketball court. And it takes the ‘this is something wrong
with me’ feel out of it, and it lets people be a little more vulnerable because
they aren’t necessarily internalizing everything. They are saying ‘What is
happening is causing this, so if we do something different then it will cause
something different.’ So trying to connect with people, trying to get them to
step away from their own feelings about the matter and analyze what is
actually happening and then letting that change the practice.
Finally, Casey described a coaching cycle experience with a new teacher.
After a teary meeting we got her signed up for a coaching cycle. She was very
nervous about having someone else watch her teach. So that whole first cycle I
couldn’t take notes. I couldn’t bring in a computer. I did a lot of co-teaching. A
lot of just getting used to me being in here with you. That moved into another
month with another coaching cycle where we could really pick about the
procedures she is consistent on, and what she has not been consistent with.
Developing those things. Identifying some of those things and then moving
into ‘now that you have been here for four or five months, what kind of
relationships have you built? What type of parameters have you set up in your
relationships with your students? Are they identifiable to you? Are they
identifiable to the kids? Are they consistent?’ By the end of four of five
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months of coaching, by the end of that first year, you started to see someone
who was very effective at her job. We just had to break through that wall.
Navigating adult learners. Participants reported that, while transitioning from
classroom teacher to instructional coach, one of the biggest learning curves was how
to navigate the adult learner. Coaches appear to have felt confident in their knowledge
of curriculum and instruction that they brought with them from the classroom. For
example, one participant remarked, “I certainly felt skilled in curriculum and
instruction.” Another participant echoed this sentiment. “I felt prepared in my
knowledge of curriculum and supporting teachers in instruction.” Participants noted,
however, that coaching adults involved a much more complex set of skills. One
participant summed up the change from working with children to working with adults.
“As a coach, we are often experts in child learning theories, but those are not always
applicable to adult learners. There are skills and nuances to coaching another peer
when in a non-supervisory role that need to be considered.” Many of the comments
embraced concepts of patience, humility, and facilitating communication while
coaching adults. For example, one participant noted, “Be patient and kind to teachers
and yourself. Many times baby steps are great achievements.” Finley shared her
wisdom on navigating adult learning.
‘I want you to have your struggle. I want to coach into your struggle because I
don’t want to take that from you.’ Before I wanted to problem solve. Now I
don’t want to take your struggle from you. That is how we move forward. I
wouldn’t take struggle away from my third grade writers, so why was I doing
that with adults? Why was it okay for adults to not struggle? That was an aha
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moment.
Hayden described a parallel sentiment about what is critical in coaching. “I tell my
teachers ‘I’m not coming in to change you as a teacher. I’m not going to mess with
your style. Your style is different than the style of the teacher across the road, and I
respect that.’” Bailey commented on how they embraced the teachers’ perspective
while coaching. “You need to be able to work within the context of their problem. I
want to feel what is going on. Being able to work within the context of their anxiety is
important.” Glen remarked on their role within the current climate. “Coaching has
transitioned into therapy this year. We need to talk through the feelings. There are a lot
of feelings right now. People are feeling overwhelmed.” Another participant remarked
on strong feelings. “Be prepared for a lot of resistance, and know that it comes from a
lot of strong emotions that are not personal.” Overall, it is evident that the coaching
role involves navigating adult learners in a variety of capacities and with a lot of
feelings attached.
Advice to future instructional coaches. Many participants shared advice for
future instructional coaches as a part of their comments. The advice spans from
general, such as, “All teachers can, and want to, learn, grow, and improve” and “Be
compassionate, knowing everyone is trying their best” to more specific, such as, “Get
into as many classrooms and schools as possible and observe. Then practice on
yourself by watching videos of yourself teaching and offering yourself suggestions,
and creating a plan of action for improvement.”
Jamie shared their advice about asking oneself certain questions prior to
accepting an instructional coaching position.
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Can I love adults the same way I love kids? If I can’t, then this job isn’t for me.
I don’t deserve it. The same way teachers need to leave the profession as soon
as they can’t love every single student. I need to love every single adult. Can I
see them all as people who are doing their best with what they have? And there
is room for growth? Can I love them through it and accept their love back? If
so, then I can do this role. That was big learning for me between my first
coaching role and this time.
Much of the advice embraced the idea that there are many paths to take as a coach. For
example, one participant remarked, “Adjust yourself to the need of the coaching cycle.
There isn’t one perfect way to coach.” Another participant commented, “Check your
ego. Realize that just because something works for you doesn’t mean it works for
everyone.” Additionally, another participant remarked, “Guide them and give them
possibilities that highlight skills and passions they already have for working with
children.”
More advice focused on the need for coaches to embrace collegiality. For
example, “Join a PLC for you to regularly participate in that focuses on the role of
coaching and allows time for you to practice coaching.” Another participant noted,
“Seek out any and all PD you can. Observe lots of coaching conversations. Practice
coaching conversations with a seasoned coach there to listen and provide you with
feedback.” Furthermore, “Collaborate with other instructional coaches, and build
professional relationships across the district.”
Lifelong learning. Many participants discussed how much they still have to
learn about coaching. A desire to stay current and continue learning emerged from
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their comments. One participant stated, “I still feel I have SO MUCH to learn to be
even more effective.” Another participant reported, “Feeling much more prepared. Of
course, I know I still have a lot to learn and improve all the time.” Echoing this
sentiment, another participant remarked, “Each year I feel better prepared but continue
to look for opportunities to grow in my role as an instructional coach.” Hayden noted,
“Our learning never stops. I have been coaching for a while. But to have Jim Knight
come in and work with our cadre…it confirmed that I knew what I was doing and
gave me a few more tricks.” Casey echoed this sentiment.
I have met a handful of other coaches. None of them do what I do on a day-today basis. There are so many hats, so I can’t be an expert in everything. But
you have to be willing to go learn about all of it, and be confident to share it
with other people.
Another participant agreed. “You must be open to new learning to be effective. There
are so many strategies, studies, theories, techniques, etc. evolving constantly. It is
important to stay current on all of these issues.” Andy was adamant that continued
learning is critical in the coaching role. “You have to continue to challenge yourself to
find out what is new. I just keep pushing myself a little more to learn more. I have
learned more in this role than I ever did in the classroom.”
Research Question #3: What professional learning do elementary instructional
coaches wish to experience to further develop their skills in regard to their role as
instructional coach?
To answer the third research question, qualitative data from the survey and
interviews were analyzed. This analysis pertains to the professional learning that

105
instructional coaches wish they could experience to further develop their coaching
skills and feel more prepared for the role as coach.
Role description. Participants indicated a desire to have a definition and
description for their instructional coaching role. Overwhelmingly, it seems participants
do not currently have an instructional coaching job description. One participant stated,
“I wish there was a clear description of the role and responsibilities of a coach.” Jamie
noted, “A job description would have been really good. We don’t have a job
description for an instructional coach.” Drew echoed this sentiment.
The one thing I wish I had was a job description. I wish my job had been more
clearly defined when I got it. I asked the other instructional coaches in the
district if they could share one with me. I even got onto the application for this
job to determine what it was when I applied for it. It didn’t give me any
guidance at all. I feel like a job description would have been ideal.
Casey also discussed this wish for instructional coaches.
I wish there was more of a defining process when you are rolling out a new
position like this. I wish there was some kind of process that myself and the
administrators could have gone through and determined what we want this job
to be. What are going to be our main goals? What do we want to achieve short
term? Long term? It would at least help people understand what they are
getting into because it is really hard when you don’t have a good definition of
what you are supposed to do every day. It would be ideal to work with your
administrators to really define your goals and duties the first year or two of the
job. Doing it ahead of time so you both understand what you are trying to
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accomplish by having the coaching position.
Clarity. One component of the role description that participants indicated
would be beneficial is more clarity in the explanation of duties for instructional
coaches. Not only would this help instructional coaches understand their roles, it
would also provide more clarity to the principal, teachers, and support staff. According
to one participant, “I didn’t feel like there was a clear understanding of my role in all
of the schools I served.” Another participant remarked, “There have never been clear
guidelines as to what the expectations are for a person in this role.” Jamie provided
further details about what can transpire without clarity.
Some coaches have lunch duty. Some are pulled in every time a teacher is
absent. Some coaches are running all the professional development. Some
principals don’t let coaches do anything. So there has been a huge array of
different ways that coaching can look in our district.
Another participant echoed the fact that coaches often became the substitutes for
absent teachers. “Often we were go-to substitute teachers when a teacher called in
sick.” Participants indicated that this negatively impacted their ability to coach
teachers because they were so busy with other duties that they were not able to
conduct as many coaching cycles as they wanted. For example, one participant stated,
“Often there is very little time left for the actual act of coaching.” Casey, who has
been an instructional coach for five years, described how their role is ever changing,
potentially due to the reality that their job description is unclear.
I’m not sure of my job description. I am sure someone just made it up because
my role is every changing. It started with one or two balls that I was juggling.
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Every year we added three or four more. Every six months there is some new
thing that is coming sideways, that I need to go prepare for.
Several participants used phrases such as catch all and other duties as assigned to
describe how their roles absorb all the things that no one else has the time to do. For
example, Kyle shared, “We are making it up as we go along. We are a catch all for
everything.”
Preparation for novice instructional coaches. Participants had a plethora of
ideas on how to better prepare novice instructional coaches for their coaching roles.
Overall, the input from participants involved suggestions of organized, thoughtful
professional learning that includes involvement from higher education and, as one
participant described, various components of training wheel coaching.
Instructional coaching degree or certificate. Several interview participants
referred to the idea of universities creating a degree or certificate that focused on
instructional coaching. Currently, there do not appear to be any graduate programs that
are directly related to instructional coaching. According to participants, graduate
courses and programs that are leadership related appear to focus more on
administration. It seems there are not programs that tailor to the needs of instructional
coaches. Hayden specified, “My superintendent always says that some college should
come out with a coaching certificate or a Masters in Instructional Coaching. There
isn’t anything like that. There is a need for universities to do this.”
Training wheel coaching. Every interview participant recommended some
form of preparation for novice coaches that paralleled the concept of student teaching,
where students, wanting to become teachers, learn from master teachers and gradually
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assume responsibility for that classroom. According to participants, teachers who
become instructional coaches would also benefit from this type of training wheels
model. The idea envelops elements of job shadowing, mentorship, and infusion of
specific aspects of coaching. Hayden described the importance of job shadowing.
Before a coach ever goes out to work one-on-one with a teacher, I think they
need a job shadowing opportunity. Just like teachers. We have our student
teachers go out and work with a master teacher for a while. New administrators
have that too. We should do that with our coaches too.
Jamie agreed, expressing how they would have liked the opportunity to shadow other
coaches.
I would have liked to job shadow other coaches. One week each with three
different coaches. Have them show me ‘This is how I file. This is how I
organize Google Drives.’ I think doing that and watching them interact and
how they insert themselves and where, would have been really helpful. Just
trying to envision myself in the role. I had never worked with a coach before.
Furthermore, Andy recommended a mentor for each new coach. “A new coach should
have a mentor of somebody that has been a coach for a while. They should be exposed
to a variety of different coaching strategies and ideas.”
Participants recommended that new instructional coaches have the opportunity
to learn a combination of theory and practice, specifically about adult learning and
coaching cycles. For example, Bailey suggested,
For a new coach, a 3-day-in-a-row professional learning about the research
behind coaching, learning about the structure. There is a structure behind the
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coaching cycle, you don’t just go in there and try your best. Also learning
about why we coach. Change is so inevitable in education. So you have to be
trained in how to help people deal with the change. A good preparation
program and practice, and the opportunity to be able to put it into practice.
Finley echoed this sentiment.
I think the ideal professional learning for a new coach would be some sort of
coaching institute where you are providing the same experience to all coaches
in your district and your building, where you are getting the ‘this is what it
means to be a coach,’ fundamentals of coaching followed by ‘let’s try it, let’s
practice, let’s work through scenarios.’ It has to be a large chunk of time with
adults actually trying it.
Kyle also expressed interest in this idea for new coaches.
A new coach should have some of the theory and the research behind
coaching. Definitely walking through what a coaching cycle looks like.
Watching two people in a coaching conversation and then being able to go and
try it and come back. Refining it. Go back out and try it again. Like training
wheel coaching. Having someone watch you coach, give you feedback, then
keep going through that process.
Consistent and ongoing professional learning for instructional coaches.
Another prevalent theme that emerged from the data was the wish for consistent,
ongoing professional learning for all instructional coaches. Overwhelmingly,
participants expressed a desire to improve as a coach through professional learning
opportunities. For example, Hayden shared,
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I want continual opportunities to grow as a coach. I am constantly feeling like I
need to stay not just on top of the instructional practices and the technology,
but I also need to stay up on keeping myself centered and focused on what my
job is. Professional opportunities would be good for all coaches.
Overall, participants’ ideas for beneficial professional learning experiences can be
organized into the following categories: adult learners, common structures,
collaboration with colleagues, coaching for coaches, and the opportunity to have voice
in their own professional learning.
Adult learners. Participants indicated a desire for professional learning that
focuses on the specifics of adult learners. This topic incorporated learning more about
navigating hard conversations, working through resistance, and how to coach adults.
For example, one participant noted, “I still feel unprepared to work with teachers that
are struggling in multiple areas or are reluctant to receive support.” Another
participant shared, “I feel I could use more strategies around navigating tricky
conversations, goal setting and connecting with reluctant teachers.” Glen remarked,
I am least prepared for difficult conversations. When I am directed by admin
who say I have to coach this person on this, that is really hard for me. I feel
like teachers should be able to choose what they want to be coached around, as
opposed to a directive. It puts me in this awkward position, where I am not
longer your helper. Now I am sent to fix you. So that is the hardest thing, the
hard conversations.
Another participant shared, “Professional development on emotional intelligence
would be helpful. I want to learn more about how to interact with adult learners.”
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Another participant echoed this sentiment about supporting adults emotionally. “I wish
I knew that I would be a confidant and a counselor for teachers. I wasn’t trained for
that.” Drew remarked, “I wish I had more professional development on what coaching
would look like and what works well in coaching, like coaching cycles and coaching
models.” Hayden expressed an interest in observing others coach as a way to learn.
I want a chance to watch coaching or videos of coaching. Aguilar recorded
herself doing coaching sessions with teachers, and to me that was so incredibly
powerful to watch. Or when Jim Knight comes there are a lot of video clips of
him. ‘This is me during our pre-meeting. This is me when I was observing her
teach. This is me during my debrief.’
Common structures and systems. Several participants remarked on a desire for
common structures and systems amongst their teams. One participant described this as
a coaching playbook, that included a shared vision, consistent and organized ways to
approach working with teachers, and specific, research-based strategies for how to
coach. Kyle remarked,
I think it would be helpful to get some professional development where you get
the general message together and then there are breakouts specific to your role.
I want everyone to have a common language, a common understanding, and
then time to work together to brainstorm how it will look when you go back to
school in order to put systems into place.
Jamie noted, “It would be good to have a system. Systems training would have been
helpful.”
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Collaboration with colleagues. Collaboration continued to form a theme for
coaches’ visions of ongoing professional learning. For example, one participant
declared, “Regular collaboration and connection between all coaches in our district
should be a priority.” Another participant remarked, “I want to collaborate with other
instructional coaches, and build professional relationships across the district.” Jamie
shared,
I just want to follow other coaches in my district around. I want to see what
they do. Listen in on meetings with their principals and their teachers. Watch
them make professional development and present them. Apprentice with them.
How else are you going to learn the job?
Andy noted,
I think a veteran coach should have opportunities to have professional
development, whatever they might be. Book clubs are always good. Having
time to collaborate. Daily debriefs and time to collaborate with each other and
share strategies and ideas that you have seen. Multiple brains together are
helpful.
Glen recommended, “Professional learning that involves chunking. Sessions where
you go learn something, then come back and have follow up and talk about it. Trying
things several times with different people, then coming back and debriefing. Then
trying next steps.”
Coaching for coaches. Many coaches expressed an interest in being coached
by someone more experienced than themselves. Bailey shared,
I would like to have somebody to practice with. I want to practice strong
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question stems, and my potential responses, and active listening. I want
someone to give me feedback. I did this once before and it is hard. I am ready
to do it again. I want to be videotaped and be with somebody and have them
film me, and then watch it together. You have to be very vulnerable to do
that.
Glen recommended,
I think a veteran coach should take on a mentoring role for a newer coach.
When you have to teach someone, it makes you have to learn the subject really
well. So veteran coaches work with a new coach, and maybe a doctoral person
or a really veteran coach oversees the whole process.
Kyle agreed, stating,
I’m starting to feel we need coaching for the coaches. Everyone comes to you
and you coach them through, and then you just get saturated with it all. It’s not
always coaching. Sometimes it is complaining and you are just listening too. I
feel like the coaches need a coach who is more advanced than them. For me to
move forward or be a better coach, I probably need a more skilled coach to
check in with. I am not an expert by any means. Is that the best I can do? Can I
get better?
Hayden shared a version of how coaches could coach each other.
Coaches should do a book study together. Then we go to your school and you
do your coaching. The we go to my school and I do my coaching. Then we
come back together and have coaching conversations. Then I spend the day
watching the other coach and the interactions with teachers, the debrief, the
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pre-meeting. I think that is the best way to learning to coach…to have that
support system.
Hayden further noted, “Coaches need to be open to the same kind of input that we give
our teachers. So it would be beneficial to have another coach come and watch you do a
coaching session with your teachers, and give feedback.”
Voice in professional learning opportunities. Many participants expressed a
wish for having more voice in their professional learning opportunities. For example,
one participant shared, “It would be nice to have an organized and structured plan for
PD in general so we can prepare ahead of time.” Another participant remarked, “If I
could go to a conference every other year, I would be reinvigorated and stay relevant
during the work day and not have to do so much on my own.” Another participant
noted, “What I really want is dedicated time within our district that was for
instructional coach growth and development of our role.” Hayden expressed an
interest in higher education professional learning opportunities.
I would really like to see some sort of focus at the university level for
opportunities or even statewide. When you become a coach that was the first
thing I looked for…what can I do to train myself and give myself the
information. I felt I was picking and choosing based off of recommendations
from others, but I didn’t even know who to go to for it. I want an opportunity
to go online and look for a class I can take around the coaching cycle and get
some grad credits. I want the opportunity to get a coaching certificate. There is
something about a piece of paper in our jobs in education. If you have the right
letters after your name or the piece of paper that says I am an expert in this, it
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changes the whole conversation you have. There isn’t anything like that. I need
to keep moving up the pay scale. I already have my Masters. So what else
could I do that would help me in my job? So I decided to go towards
administration, even though I don’t want to be an administrator. At least I will
get some understanding of the policy. I have no goal of ever being an admin.
Conclusion
In summary, this chapter provided an examination of perspectives from
elementary instructional coaches. Through surveys and interviews, instructional
coaches voiced the details of their preparation for enacting their roles as coaches. The
qualitative and quantitative data provided an extensive account for how coaches are
prepared, their perceptions on this preparation, and the professional learning they wish
to receive to grow as an instructional coach. Each of the three research questions were
explored and data were analyzed.
Findings from the analyses in Chapter 4 will be discussed in Chapter 5. A
summary of the results, a discussion of the findings, limitations, future research, and
recommendations will all be detailed in Chapter 5.
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Chapter 5: Discussion
This chapter presents a summary of the study and important findings drawn
from the data presented in Chapter 4. It provides the limitations of the study and
suggestions for further research. The chapter concludes with recommendations for
higher education, administrators, school districts, and the Oregon Department of
Education.
Summary of the Study
This study explored instructional coaches’ perspectives on their preparation for
the role of instructional coach. The focus included how coaches are prepared for their
role, their perceptions on this preparation, and the professional learning they wish to
experience in order to increase their effectiveness as an instructional coach.
Overview of the problem. More and more school districts are adopting
instructional coaching initiatives as a means to achieve instructional improvements
(Blazar & Kraft, 2015; Gallucci, Van Lare, Yoon, & Boatright, 2010). According to
Knight (2006), instructional coaching holds considerable potential for strengthening
the way teachers teach and how students learn. Currently, however, many districts are
not preparing their coaches for their role as instructional coach. According to Aguilar
(2019) and Kraft and Blazar (2018), many coaching programs are ineffective because
districts are not properly preparing their newly hired coaches nor providing
professional learning opportunities for their current coaches.
Much of the literature recognized positive effects of implementing
instructional coaching, including the impact on teacher practice (Darling-Hammond &
Richardson, 2009; Joyce & Showers, 1995; Kretlow & Bartholomew, 2010; Marzano
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& Simms, 2013). The literature, however, also exposed several gaps in the research
devoted to how instructional coaches are prepared for their roles as coach, how
instructional coaches perceive their preparation for the position, as well as the
professional learning instructional coaches would like to experience in order to
increase their effectiveness as a coach. This study sought to fill these gaps.
Purpose statement & research questions. The purpose of this case study was
to examine elementary instructional coaches’ perspectives on their preparation to
enact this role. To further investigate the preparation of instructional coaches, the
following research questions were targeted:
1. How are elementary instructional coaches prepared to meet expectations prior
to, and during, their service in that role?
2. How do elementary instructional coaches perceive the impact of their
preparations on their coaching of classroom teachers?
3. What professional learning do elementary instructional coaches wish to
experience to further develop their skills in regard to their role as instructional
coach?
Review of methodology, overview of sample, data collection, and analysis.
A single descriptive intrinsic case study approach was used in order to develop a
thorough, in-depth understanding of the instructional coach participants’ perceptions.
Mixed methods research was employed and organized through a social constructivist
lens that encouraged a focus on understanding the experiences from the point of view
of the instructional coaches that are in the heart of instructional coaching. First,
quantitative and qualitative methods were employed through a survey of public
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elementary instructional coaches in Oregon. Then, the survey data were
complemented with qualitative methods by interviewing a subset of the original
sample group. The sample consisted of 50 instructional coach participants, each of
whom completed the survey. Of those 50 participants, 10 also participated in
interviews. Data were analyzed through description of the case, as well as key issues
and themes that arose through descriptive statistics, Chi-Square, and coding. Coding
included two cycles; In Vivo Coding and Pattern Coding.
Synopsis of data analysis. An analysis of both quantitative and qualitative
data was presented concurrently as each research question was examined. First, the
investigation focused on identifying the professional learning activities that
instructional coaches experienced both prior to and during their service as an
instructional coach. These included collaboration with colleagues, coaching programs,
and mentorship. A lack of preparation also emerged as a theme. Additionally, the
number of hours per month that coaches were experiencing professional learning was
presented.
Next, analysis directly focused on the perceptions and perspectives of the
participants, gathering an understanding for how instructional coaches felt about the
preparations for their role as coach. This involved how coaches transitioned into their
coaching roles, feelings of being unprepared, experiences that provided feelings of
preparedness, the impact of principals on instructional coaching, the concept of the
weird middle space, and beneficial skill sets for coaches. Response frequencies were
explored in regard to feelings about professional learning and proficiency as an
instructional coach. Chi-Square analysis revealed statistically significant differences in
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the number of hours per month that instructional coaches’ experience professional
learning and their feelings of proficiency and satisfaction.
Finally, analysis was examined that specifically pertained to the professional
learning that instructional coaches wish they could experience in order to further
develop their coaching skills and feel more prepared for the role as coach. Themes that
emerged were regarding role definition and description, preparations for new
instructional coaches, and the desire for consistent and ongoing professional learning
for all instructional coaches.
Findings
The description of the findings and interpretation of themes directly connect to
the analysis of qualitative and quantitative data presented in Chapter four.
Unprepared. An overwhelming theme that arose from this study is that many
elementary instructional coaches in Oregon do not feel prepared for their roles as
coach. This includes feelings of being unprepared prior to transitioning into the
coaching role as well as during the coaching role. According to participants this is due
to a lack of professional learning opportunities or lack of time to participate in
professional learning. Nineteen survey participants (38%) and seven interview
participants (70%) described feelings of unpreparedness. Qualitative data highlighted
the need for more preparations for the coaching role in order to better prepare
instructional coaches in Oregon. One participant remarked, “The more I do it the more
I realize how unprepared I am.” Several participants described feeling prepared for
instruction and curriculum aspects of the role, but not the more complex components
of coaching adults. For example, one participant noted, “I felt prepared to provide
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instructional strategies, but I did not feel prepared for the interpersonal dynamics of
coaching.” Another participant remarked, “I felt like I had the knowledge and
practices, just not the ‘how to coach’ training.” Overwhelmingly, those participants
that shared feelings of not being prepared expressed an eagerness to become more
prepared for their roles. This finding aligns with the conclusions of Gallucci et al.
(2010). They determined that those who enter the role of instructional coach may not
be fully prepared as the established experts they need to be to support adult learners,
overcome obstacles, and learn new content while entrenched in the coaching process.
It seems that more professional learning experiences need to occur in order for
instructional coaches to feel more prepared for their roles as coach.
Proficiency. Instructional coaches expressed proficiency with several of the
key elements of instructional coaching. The majority of instructional coaches (92%)
recorded proficiency with building relationships. Additionally, 90% of participants
indicated they felt very proficient with problem solving as well as presenting to staff.
However, participants felt less proficient with the coaching elements of observing and
providing feedback. Only 72% of instructional coaches indicated proficiency with
observing and 56% recorded feeling proficient with providing feedback. These are
elements educators may use less as a classroom teacher that need to be more
thoroughly developed as an instructional coach. According to Marzano and Simms
(2013) and Learmond (2017), providing feedback is one of the most essential
functions in the coach’s role. Effective feedback will help teachers reflect on their
practice, accomplish their goals, and improve their knowledge and skills. It appears
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that instructional coaches would benefit from professional learning opportunities that
focus on the key elements of observation and providing feedback to adults.
Chi-Square analyses revealed that there were significant differences in
instructional coaches’ feelings about their proficiency based on the number of hours
per month of district-provided or district-supported professional learning they
received. For example, 0% of coaches who received less than one hour per month of
district-provided or district-supported professional learning described themselves as
proficient in providing feedback to teachers. Additionally, 91% of coaches who
received one or more hours per month of district-provided or district-support
professional learning, and 100% of coaches who received four or more hours per
month of district-provided or district-supported professional learning, described
themselves as proficient in providing feedback to teachers. Another notable example
involves the key element of observing. Twenty-eight percent of coaches who received
less than one hour per month of district-provided or district-supported professional
learning described themselves as proficient in observing teachers whereas 100% of
instructional coaches who received one or more hours of district-provided or districtsupported professional learning described themselves as proficient at observing
teachers. A similar pattern continued for each of the key elements of coaching. When
one or more hour per month of district-provided or district-supported professional
learning is provided, every instructional coach (100%) appeared to feel more
proficient in collaborating with leadership, collaborating with teachers, modeling,
presenting to staff, problem solving, and building relationships. Thus, providing at
least one hour per month of professional learning for instructional coaches seems to
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greatly increase feelings of proficiency, and could positively impact instructional
coaching practices.
Chi-Square analyses also revealed that there were significant differences in
instructional coaches’ feelings about their proficiency based on the number of hours
per month of self-guided professional learning. For example, 7% of coaches who
engaged in zero to three hours per month of self-guided professional learning
described themselves as proficient in observing teachers. Additionally, 100% of
coaches who engaged in four or more hours per month of self-guided professional
learning described themselves as proficient in observing teachers. Another notable
example is the key element of providing feedback. Zero percent of instructional
coaches who engaged in zero to three hours per month of self-guided professional
learning described themselves as proficient in providing feedback to teachers.
Furthermore, 81% of coaches who engaged in four or more hours per month of selfguided professional learning, and 100% of those who engaged in seven or more hours
per month of self-guided professional learning, described themselves as proficient in
providing feedback to teachers. A similar pattern continued for each of the key
elements of coaching. When instructional coaches engaged in one or more hour per
month of self-guided professional learning, every instructional coach (100%)
expressed feeling more proficient in collaborating with leadership, collaborating with
teachers, modeling, presenting to staff, problem solving, and building relationships.
Thus, it seems that one or more hours per month of self-guided learning is critical for
instructional coaches to feel proficient in the instructional coaching key elements.
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Professional learning. Overall, the majority of elementary instructional
coaches in Oregon did not believe that professional learning for coaches was a priority
in their district. Only 26% of participants agreed that their district made professional
learning for coaches a priority. Furthermore, only 40% of participants were satisfied
with their professional learning opportunities. Additionally, according to participants,
instructional coaches’ experience, learning needs, and input are not often considered
when district-provided professional learning is planned. Only 28% of participants
indicated that their previous experience and current learning needs were considered
when professional learning was planned for them in their district. Additionally, only
half (56%) of instructional coaches indicated that their input was considered when
professional learning was being planned. Thus it seems that instructional coaches are
often not involved in the planning of their professional learning opportunities nor are
they experiencing enough district-provided professional learning.
Inconsistencies with professional learning prior to and during instructional
coaching. It appears that there is an inconsistent amount of professional learning
opportunities between novice and veteran instructional coaches. According to
participants, only 88 instances of professional learning occurred prior to entering the
coaching role whereas 206 instances of professional learning occurred during the
instructional coaching role. This indicates that there is room for growth regarding the
professional learning that occurs as preparation for novice instructional coaches, and
further supports the need for more professional learning opportunities in all stages of
the coaching role.
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District-provided and self-guided professional learning. Instructional coaches
engaged in self-guided professional learning more frequently than professional
learning provided by the district. The majority of participants (72%) indicated that
they are responsible for creating their own professional learning opportunities, and
98% of instructional coaches noted that they engaged in self-guided professional
learning to supplement what they received from the district. Although these selfguided professional learning experiences have been described as beneficial
opportunities for coaches, the evidence suggests that district-provided professional
learning can significantly enhance coaches’ feelings of satisfaction. A Chi-Square
analysis revealed that 0% of coaches who received less than one hour per month of
district-provided or district-supported professional learning felt satisfied with the
district-provided professional learning opportunities. However, almost half of the
coaches (43%) who received at least one hour of district-provided professional
learning indicated feeling satisfied. Furthermore, every instructional coach (100%)
that received four or more hours per month of professional learning indicated feeling
satisfied with their district-provided professional learning. Thus, it seems that districts
can increase instructional coaches’ satisfaction in their professional learning by
providing or supporting at least one hour of professional learning per month.
Additionally, providing or supporting four or more hours of professional learning per
month can potentially contribute to 100% of coaches feeling satisfied with their
professional learning.
It seems that instructional coaches are more likely to participate in self-guided
professional learning opportunities if the cost of the professional learning is paid for
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by their school district. Zero percent of coaches who participated in less than one hour
per month of self-guided professional learning indicated that the cost of professional
learning was paid for by their district. However, 69% of participants who participated
in one to three hours per month, and 100% of coaches who participated in four or
more hours per month, of self-guided professional learning indicated their professional
learning was paid for by their school district. Thus, if school districts pay the cost of
professional learning for instructional coaches, it is probable that instructional coaches
will engage in more self-guided professional learning.
Effective professional learning experiences. There are a variety of beneficial
and relevant professional learning opportunities for instructional coaches. According
to participants, the most impactful professional learning experiences include
collaboration with colleagues, research-based coaching programs, and forms of
mentorship.
Collaboration with colleagues. Collaboration with other coaches, teammates,
school leaders, and mentors was reported as an impactful experience that encouraged
perceptions of feeling prepared for the coaching role. One participant described their
feelings about collaboration. “Learning for me is working with my fellow coaches,
and having the support, and getting to talk through things.” It appears that coaches
were often not provided with opportunities to collaborate with colleagues. Some
coaches shared details about creating their own collaboration experiences,
understanding the positive effects of such interactions. One participated described
initiating a coaches group meeting. “Basically a support group for coaches. That didn’t
exist. We need a lifeline to be able to talk to other professionals and be able to bounce
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ideas that are hard. Support each other that way.” It seems important for every
instructional coach to have the opportunity to engage in regular and ongoing
collaboration with colleagues as a form of integrated and sustained professional
learning.
Coaching programs and workshops. Participants indicated an appreciation for
several research-based coaching programs and workshops. One participant remarked,
“I am becoming more and more prepared for this position as we work with New
Teacher Center and follow their coaching model.” Jim Knight was also mentioned by
another participant. “The Jim Knight workshop was the most beneficial experience. It
was so targeted and directed specifically to the coaching cycle.” Additionally,
participants noted the benefits of a team attending the same workshop or program in
order to be engaged in the learning together. One participant shared, “We immersed
ourselves in some intensive work together where we role played and practiced, and
had a chance to get our feet wet and work through some uncomfortable settings before
we tried the work out with teachers.” It seems that programs which understand and
embrace the core principles and impacts of coaching can be a beneficial form of
professional learning for instructional coaches and can better prepare them for their
roles as instructional coaches.
Mentorship. Participants who had experienced some form of a mentorship
while in the instructional coaching role expressed the benefits of that professional
learning opportunity. Only 8% of participants had the experience of a coaching
mentor, yet many participants expressed a desire to have more mentorship
experiences. These mentorship experiences could take place in the form of student
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coaching, parallel to how a student teacher gains the experience to take over a
classroom. This was also referred to as training wheel coaching by participants.
Additionally, it could take the form of a coach for coaches, where instructional
coaches are coached by someone with more experience. Some participants described
creating their own mentorship-type opportunities, since none were provided. Similar
to classroom teachers, coaches need sustained, long-term professional learning, and a
form of mentorship would be an effective design. Knight (2009) concluded that
coaches should also be coached, as they are continually learning how to improve in
their role, and how they lead instructional improvements in their school(s). Overall, a
proactive approach to some form of mentorship seems to be welcomed and coveted by
many coaches, particularly those in the earlier stages of their coaching roles, and
aligns with best practices according to previous research. Thus, it seems that some
form of mentorship – student coaching, training wheel coaching, a coach for coaches,
a mentor – would be beneficial for instructional coaches.
Administrators. The concept of administrators and administration continued
to appear throughout participants’ responses. It seems that instructional coaching
cannot be discussed without also analyzing the connections to administrators and
administration.
Administrative component to coaching. It appears there is an administrative
component to the coaching role. Many participants expressed being in a peculiar
position that resides between the domains of classroom teacher and administrator.
Several participants referenced the weird middle space that the coach occupies within
a building. One participant noted, “Coaches sit in a weird place where we have no
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authority, but everyone thinks we have authority. So that positional authority piece can
be very awkward.” Another participant shared,
We are in a weird situation where I am not the principal, and I have been their
colleague for many years. So most of the staff come to me for things that they
should go to the principal for. I have become the middleman.
According to the literature, it is imperative that coaches are able to establish a
nonhierarchical and nonevaluative relationship with teachers. Ben-Peretz et al. (2018)
asserted that the nonhierarchical relationship is key to developing their professional
ideologies and to an understanding of teaching practices. Additionally, Knight (2009)
emphasized that coaches must clarify they are not administrators. Their role is to
provide support, feedback, and sustained professional learning for teachers. Thus, it
seems instructional coaches need to be aware of this shift into the weird middle space
when they enter the coaching role. They need the opportunity to create clarity around
their coaching position that eliminates the administrative components. Additionally,
building principals must be aware of this potential weird middle space, and be able to
help the instructional coach engage in instructional coaching specific roles as opposed
to hovering in an administrative realm.
Loneliness. While the concept of loneliness did not directly answer any of the
research questions, it is a theme that emerged from participants and appears to be
related to the weird middle position. Four participants discussed feelings of loneliness
that arose while in the instructional coaching role. One participant stated, “Be
prepared to live and work in a silo.” Another remarked, “Be prepared to be lonely and
lost at first.” Jamie agreed that “This is a very isolating job.” Finally, another
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participant shared, “How lonely it can be. You are the only one that’s not a teacher
and not a principal…it’s a hard place to be in.” These descriptions show the
complexity of the instructional coaching role, and the importance of establishing
professional learning opportunities for instructional coaches.
Building principals. It appears that building principals have a critical impact
on the abilities of an instructional coach to coach. According to participants, there is a
direct relationship between how principals embraced the role of coach and the coach’s
feelings of preparedness. Fifteen participants (30%) discussed the impact that their
building principals had on their role as instructional coach. As Casey noted, “So much
of the coaches’ role is dependent upon their administrator and that relationship.”
Another participant advised, “Make sure your building administrator understands the
work, and can either articulate that to your staff or allow you to explain it to your
staff.” Another participant clarified, “We get pulled in many directions if our
supervisor does not protect our time to coach.” In order for coaching to succeed in a
building, one participant remarked, “It is critical for the leader to establish a school
culture where coaching is for everyone.” Additionally, coaches noted that they are
often sent by their administrator to fix specific teaching situations. Instructional
coaches discussed struggling to eliminate this inappropriate role of being the fixer,
noting that their administrators did not appear to understand the purpose and structure
of instructional coaching. The literature concurs that instructional coaches should not
adopt the role of the fixer. According to Knight (2004), respecting teachers’
professional ability to make decisions is the most effective way to involve them in the
coaching process. If they are forced into the process, then they are not going to
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embrace the coach, or the work involved. It seems that building principals should be
made aware of their impact on instructional coaching at their school, particularly how
their approach can create either a particularly effective or ineffective coaching
program at their school.
Instructional coaches acquiring administrative licenses. Some instructional
coaches acquire administrative licenses while in the instructional coaching role. For
example, one participant has been in the coaching role for five years, and recognized
that educators in the coaching position sometimes transition into an administrative
role. “I don’t know how long people typically do this type of job, but I feel like five
years is starting to be quite a while. I know oftentimes this is a transition job into
administration. I haven’t made that transition yet.” Additionally, other coaches
described working on their administrative licenses in order to garner more leadership
skills and understand the administrative perspective more thoroughly. One participant
shared about their reasons for working toward an administrative license. “I am
working on my administrative credentials, but I don’t think I will be an administrator.
That sounds funny, but I am doing it because I want to have that view. So that I can
support my schools better.” It seems that administrative licenses are one path that
instructional coaches take in order to gather more perspective and leadership skills,
and potentially transition into an administrative role.
Higher education opportunities for instructional coaching. According to
participants, there is a need to create higher education opportunities for instructional
coaching in Oregon. For educators who want to pursue a leadership license, it seems
that an administrative license is currently the only option. Not all instructional coaches
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desire to be administrators, however there do not appear to be any graduate programs
in Oregon that are directly related to instructional coaching. Some coaches are seeking
higher education opportunities to learn about leadership, navigating adults learners,
and building proficiency in the key elements of instructional coaching. According to
participants, they have not found programs that tailor to the needs of instructional
coaches. Currently, some coaches are working toward an administrative license who
will never use the administrative component. Hayden specified, “My superintendent
always says that some college should come out with a coaching certificate or a
Masters in Instructional Coaching. There isn’t anything like that. There is a need for
universities to do this.”
It appears that at least one state has embraced an endorsement program for
instructional coaches. The Pennsylvania Department of Education implemented an
Instructional Coaching Endorsement program that requires 12 credits and 45 hours of
field experience before applying for an instructional coaching role (Pennsylvania
Department of Education, 2016). There are five competency categories for the
Instructional Coaching Endorsement: content; instructional coaching skills and
abilities; instructional practices; assessment; and organizational leadership and school
change. In order to apply for an Instructional Coaching Endorsement Program,
educators must possess a teaching license and three years of teaching experience.
Upon successful completion of the endorsement program, educators may be
considered for instructional coach roles.
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It seems that there is a demand in Oregon for a similar program for
instructional coaches who want to pursue a class, program, degree, or licensure
without the administrative component.
Coaching skill set. According to participants, proficient and effective
instructional coaches possess a specific set of skills. It seems the most impactful
coaching skills are: building relationships, being vulnerable, providing feedback,
listening, asking questions, using data effectively, implementing productive coaching
cycles, and navigating adult learners. Understanding the benefits of these specific
skills could prove valuable for creating job descriptions, the hiring process, selfguided professional learning, district-provided professional learning, and future higher
education programs.
Clearly defined roles. Instructional coaches desire a clear and defined job
description for their coaching roles. Overwhelmingly, participants expressed not
having an explicit description or definition of their instructional coaching role. Jamie
noted, “A job description would have been really good. We don’t have a job
description for an instructional coach.” Many participants expressed attempts at
finding their job descriptions, without success. One component of the role description
that participants indicated would be beneficial is more clarity in the explanation of
duties for instructional coaches. Not only would this help instructional coaches
understand their roles, it would also provide more clarity to the principal, teachers, and
support staff. One participant remarked, “There have never been clear guidelines as to
what the expectations are for a person in this role.” Participants indicated that this
negatively impacted their ability to coach teachers because they were so busy with
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other duties that they were not able to conduct as many coaching cycles as they
wanted. For example, one participant stated, “Often there is very little time left for the
actual act of coaching.” Several participants used phrases such as catch all and other
duties as assigned to describe how their roles absorbed all the things that no one else
had the time to do. This is parallel to findings from the literature. Taylor et al. (2013)
discussed how there are often too many additional demands, such as testing, student
supervision, and administrative duties placed on the instructional coach that hinders
their effectiveness and diminishes the coaching process. Additionally, Hall and
Simeral (2008) asserted that this minimally defined role of the instructional coach
lacks a specific, meaningful framework for action, as well as targeted training or
guidance. In order to develop and maintain effective instructional coaching programs,
it seems that clear job definitions and descriptions should be created and addressed for
each instructional coaching position.
Ongoing professional learning needed. Overwhelmingly, participants shared
a desire for sustained professional learning opportunities for all instructional coaches
at every stage of their coaching experiences. Participants expressed an eagerness to
improve as a coach through professional learning opportunities. For example, Hayden
noted, “I want continual opportunities to grow as a coach. Professional opportunities
would be good for all coaches.” According to Psencik et al. (2019), coaches strengthen
their effectiveness when they participate in sustained, long-term professional learning.
Burkins and Ritchie (2007) emphasized that one of the biggest obstacles to new
coaches, and the districts hiring them, is how to prepare and support the coaches’
professional learning. It seems that sustained, long-term professional learning
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opportunities would increase instructional coaches’ feelings of preparedness for their
instructional coaching roles.
Instructional coach as other. It was quite surprising to learn of the extremely
limited information regarding instructional coaches in Oregon. Information was
readily available on the number of teachers, administrators, and classified staff, which
made the lack of information on instructional coaches all the more intriguing and
disappointing. According to the Director of Accountability and Reporting at Oregon
Department of Education, “Staff data collections doesn’t collect data to that level of
specificity. Instructional coaches would be reported to us under an ‘other’ category
along with a number of other types of positions. This means we don’t know those
counts.” Similarly, Education Service Districts (ESDs) were unsure how many
instructional coaches were employed in their regions. The researcher received a chorus
of responses from Oregon ESDs that indicated a notable gap of data collection on
instructional coaches. For example, one ESD director shared, “We do not have a list of
instructional coaches.” Similarly, another director at a different ESD remarked, “I do
not have a list of instructional coaches at any level for any of our districts,
unfortunately.” The Oregon Education Association expressed a parallel situation,
responding to the researcher’s inquiries with, “Unfortunately, we do not track this
information either.”
Conclusions. Overall, this study resulted in a variety of findings that can
positively inform professional practices. Many of the instructional coach participants
expressed feelings of not being prepared for their coaching role. However, with at
least one or more hours per month of professional learning, instructional coaches
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started feeling more satisfied with their professional learning opportunities and more
proficient with important instructional coaching skills. Professional learning
experiences that established feelings of preparedness included collaboration with
colleagues, explicit coaching workshops, and mentorship. There is a need for more
professional learning opportunities revolving around navigating adult learning,
including the skills of observing and providing feedback. Additionally, desires for
professional learning opportunities through higher education were explored.
These findings inform the gaps in the research involving professional learning
needs, the unique coaching skill set, clearly defined roles, and the desire for
mentorship experiences for instructional coaches. These findings also provide a bridge
to additional opportunities for research in the realm of professional learning for
coaches. For example, this study strengthens the demand for a certification process for
coaches as well as higher education programs that embrace the unique needs of those
transitioning into the instructional coaching role.
Limitations
There were several limitations to this study. First, this study was limited to the
elementary instructional coaches in Oregon that chose to respond to the survey.
During the months that the survey was open, public elementary schools were
experiencing a variety of challenges due to COVID-19, and it is conceivable that there
may have been a lower response rate than in other, more typical school years. The
survey was sent to current instructional coaches in Oregon public elementary schools.
This included coaches who specialized in various subject matters, such as a literacy
coach, as well as those who were generalized coaches, working in multiple contexts.
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Coaches who worked at one elementary school and those who worked in multiple
elementary school buildings were included. Additionally, both part-time and full-time
coaches were included. Fifty instructional coaches that fit within the boundary of the
case study responded to the survey, and became the initial sample size. Respondents
came from nine different counties in Oregon. The survey sampling strategies included
purposeful sampling, criterion sampling, and snowball sampling. These sampling
strategies were used concurrently to maximize the potential for the survey to reach as
many coaches as possible within the boundaries of the study. The email addresses of
coaches in Oregon were obtained through the local Education Service Districts (ESDs)
and school districts. Additional survey respondents would have been preferred to
increase the sample size and gather more perspectives. Sampling bias must also be
considered. Sampling bias involves systematic sampling error that is often due to
researcher error (Mills & Gay, 2019). This is a limitation because it cannot be
determined with certainty that the sample of instructional coaches fully represents the
population of Oregon instructional coaches. Findings should be interpreted with
caution due to this limitation.
Second, the researcher was unable to learn how many instructional coaches
were in Oregon at the time of the study, and thus a response rate was unable to be
calculated. Oregon Department of Education does not keep data specific to
instructional coaches and thus the number of coaches in Oregon is unknown.
Additionally, most ESDs and school districts were unable to provide the number of
coaches in their organization. This also provided a roadblock in gaining access to
more instructional coaches’ contact information in order to send them the survey.
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According to the Oregon School Directory (Oregon Department of Education, 2020),
there are 723 elementary schools within 197 school districts in Oregon. Incorporating
the most recent national data (National Center for Education Statistics, 2016) that 66%
of schools have a specialist or coaching assignment on their staff, then there are
approximately 477 instructional coaches in Oregon who potentially fit within the
bounds of this case study. This is the closest estimate I could determine based on the
information I was able to access. Using this approximate number of instructional
coaches in Oregon, an estimated response rate of 11% can be calculated. However,
due to an unknown response rate, it should be acknowledged that there was a large
amount of potential participants that did not respond to the survey. This is a limitation
because there is no certainty that those who did not respond to the survey had the same
perspectives as the participants in the study (Muijs, 2011).
Third, responder bias must be acknowledged as a potential limitation for this
study. According to Mills and Gay (2019), responder bias can challenge the
trustworthiness of a study. With any self-reporting instrument, there is a potential for
responder bias. The nature of self-reporting can create a situation where participants
offer a specific narrative with a desire to be more socially acceptable or a desire for
particular results. Thirty-one participants who completed the survey also expressed an
interest to interview. It is conceivable that those who indicated interest in participating
in the interviews has specific reasons to do so that could involve components of
responder bias. For example, 70% of interview participants described feelings of being
unprepared, however only 38% of survey participated described feelings of being
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unprepared. It is possible that those who interviewed had stronger feelings of
unpreparedness and may have skewed the data in that direction.
Fourth, the survey and interview questions were created by the researcher, and
had not previously gone through strict validation and reliability tests. Although these
instruments provided valuable and relevant data for this study, it is preferable to use
instruments that have been previously verified. It appears that the survey demonstrated
content validity, which involves investigating that the instrument measured what it
was expected to measure (Mills & Gay, 2019). The survey used in this study measured
the instructional coaches’ perspectives as it was intended to do. Furthermore, it seems
that they survey exhibited construct validity, linking the survey responses to general
theoretical constructs and applicable inferences (Messick, 1975). The criterion and
concurrent validity are less established as there is not another instrument to which the
results can be compared. The data from the interviews, however, do align with the data
from the survey, which encourages the concepts of criterion and concurrent validity.
Although the careful creation of the instrument was attentive to issues of reliability
and validity, this cannot be confirmed without its use in additional studies.
Finally, due to the COVID-19 pandemic and social distancing factors, face-toface interviews were not an option. The online platform Google Meet was an
appropriate replacement, however in-person interviews would have been preferred by
the researcher.
Future Research
The findings in this study reveal several opportunities for future research. For
example, it would be ideal to conduct this same study in other states. It appears that
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some states might be further along than Oregon in how they prepare their instructional
coaches for the role of coach. It would be interesting to learn more details about how
other states are providing professional learning for their instructional coaches, as well
as the perspectives of those coaches on how prepared they are for their role.
Expanding on this study by conducting a comparative case study would also
prove beneficial. A few districts in Oregon are hiring companies, such as the New
Teacher Center, to improve their instructional coaching programs. It would be
interesting to compare districts that are invested in these programs with districts that
have not been working with a specific program. Gathering instructional coaches’
perspectives on these professional learning experiences would add value to the
education field, and provide important implications for districts who want to expand
and improve their instructional coaching programs. In this potential future study, three
groups would be recommended: those who are receiving professional learning support
from the hired company, those who are not experiencing that support, and those that
have not yet implemented instructional coaching and would be considered a control
group.
It would also be interesting to conduct a comparative case study with
instructional coaches from Oregon and instructional coaches from another state. For
example, it appears that Pennsylvania has more preparation and professional learning
opportunities for instructional coaches as they transition into the coaching role. Using
the same purpose statement and research questions from this study, it would be
intriguing to compare the perceptions of instructional coaches in both states. It seems
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this would provide beneficial information regarding professional learning and specific
details for preparing instructional coaches for their role.
A study that delves into the phenomenon of proficiency levels would also be
intriguing research. For example, participants indicated that they felt more proficient
in various skills when they engaged in more professional learning. I wonder if
participants felt more proficient due to the professional learning that they received or
perhaps those who felt more proficient were seeking additional professional learning
experiences. A study that explores this relationship seems beneficial in order to better
understand the effects of professional learning opportunities on proficiency levels of
instructional coaches.
Another potential future study involves examining the trajectory of the
instructional coaching role. Sixty percent of participants indicated they had been a
coach for five or less years. It would be interesting to explore the reasons behind this
piece of the demographics. Perhaps this is due to a shift in the popularity of the
instructional coaching role in elementary schools in Oregon, and more coaches have
been hired in recent years. I also wonder about the trajectory of the coaching
profession. Are coaches staying in the coaching role for only a few years? If so, for
what reasons? Exploring the length of time that instructional coaches remain in their
coaching roles, and their reasons for leaving the profession, would be a valuable study.
The survey used in this study provided valuable responses from instructional
coaches. With a more thorough validation process, the survey could be used
effectively in additional studies. Improvements could also be made to the survey for
further studies. For example, a gender-based demographic question might be
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appropriate, if for no other reason than the usage of more accurate pronouns for
participants. Additionally, this survey provided some initial responses that could, in
turn, allow for more explicit and effective questions in a future survey. For example,
the survey question that explored what coaches wish for, in regard to professional
learning, provided qualitative responses that contributed great data for the study.
Those responses could, in turn, be categorized and converted into quantitative items,
now that the first round of responses have been examined and coded. This might
reduce unintended bias by providing more objective options and increase the validity
of the survey (Muijs, 2011).
Recommendations
The results of this study illuminated several recommendations for professional
practices. These recommendations are concentrated on four categories of professional
groups: higher education, administrators, school districts, and Oregon Department of
Education.
Recommendations for higher education. Many instructional coaches want to
pursue higher education opportunities related to the instructional coaching role. Not all
instructional coaches want to become administrators, nor is the administrative
licensure program directly applicable to the specifics of instructional coaching.
However, it seems that the administrative licensure programs in Oregon are one of the
only options for continued licensure in regard to leadership roles and opportunities.
The researcher recommends that universities and colleges create a program, or
series of courses, that instructional coaches could pursue in order to develop those
essential instructional coaching skill sets and further prepare them for the coaching
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role. This could be as formal as a Masters in Instructional Coaching, or as informal as
a menu of courses specific to the needs of instructional coaches. Courses should
emphasize the complexities of navigating adult learners, as well as best practices from
the literature, such as the use of coaching cycles. Leadership skills should be
incorporated, including the unique coaching skill set that emerged from participants as
well as the key concepts of instructional coaching that emerged from the literature. It
is likely that some courses currently incorporated in administrative licensure programs
– particularly those around leadership and instructional improvement – would also be
relevant to instructional coaches. A panel of instructional coaches should guide the
development of this endeavor in order to ensure it matches the professional learning
needs of instructional coaches throughout the various stages of development, aligns
with the trajectory of the instructional coaching career, and augments their feelings of
preparation for the coaching role.
Recommendations for administrators. The building principal has a critical
role in the success or failure of instructional coaching programs at their elementary
school. If the building principal has not experienced the benefits of instructional
coaching, then the researcher recommends that they educate themselves on
instructional coaching best practices and how the principal can establish a healthy
coaching environment at their school. It appears that coaches who have worked with
building principals that understand the coaching role have expressed more successful
and favorable coaching experiences.
Another recommendation for principals is to develop an instructional coaching
job definition and description alongside the instructional coach. If a job description
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already exists, it is imperative to review the description together and discuss potential
revisions. Each party must understand the coach’s role and the purposes for each
component of the job description. The actual act of coaching should be a protected
part of the school day, and should prioritize every opportunity to work directly with
teachers. It is not recommended to include a variety of duties and tasks that will
remove coaches from their time to coach. Additionally, coaches are not fixers. Do not
place them in the position where they are sent to fix a teaching situation.
Hiring excellent teachers into the instructional coaching role is not enough.
Instructional coaches need specific professional learning experiences in order to feel
prepared as instructional coaches. It is recommended that principals support
instructional coaches’ professional learning needs and encourage them to pursue
opportunities to increase their skill set, collaborate with colleagues, and generate
feelings of preparedness for their coaching role.
Recommendations for Oregon public school districts. A recommendation
for public school districts is to provide at least one or more hours of professional
learning per month. Four or more hours per month of professional learning is
preferable. Additionally, when planning professional development opportunities,
consider coaches’ input, experience, and learning needs. Professional learning
opportunities that include specifics to instructional coaching, such as providing
feedback, observation, engaging in hard conversations, and navigating adult learners
are advisable. Professional learning that immerses a coaching team or school team
together is also recommended. This allows teams to practice together and learn to be
vulnerable with each other.
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It is recommended that the cost of professional learning for instructional
coaches be paid for by the school district. Instructional coaches engaged in more selfguided professional learning when the costs were paid for by their district.
Additionally, there are a variety of professional learning opportunities that do not
involve high costs, and should be further explored, particularly for smaller districts
who may have less funding for professional learning opportunities. Collaboration is
one example of professional learning for instructional coaches that involves less cost.
It is usually inexpensive to provide a consistent structure and time for coaches to
collaborate, guide, and coach each other.
Some school districts have developed district-wide instructional coaching
programs and plans. It is recommended that a district team review developed
instructional coaching district programs, and establish a plan specific to their school
district. Instructional coaches should be a part of this team. If an instructional coaching
district program is already in place, it is recommended that this program be reviewed
and revised regularly to ensure instructional coaches are experiencing professional
learning and feeling prepared for their roles. Federal Way School District and Spokane
School District in Washington are two options to review when commencing this work.
Recommendations for Oregon Department of Education. The researcher
recommends that the Oregon Department of Education generate a more thorough
record of data collection for certified staff in non-classroom teaching roles. More and
more instructional coaches are being hired in public school districts, and thus
instructional coaches should have their own classification. If the Oregon Department
of Education leads the way in more thorough data collection for these other roles, then
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local Education Service Districts and Education Associations will have a better
opportunity for more effective data collection as well.
Another recommendation is for the state of Oregon to create an Instructional
Coaching Endorsement. The opportunity to pursue an Endorsement in Instructional
Coaching would provide professional learning experiences that directly relate to the
coaching role and potentially better prepare Oregon instructional coaches. The
Pennsylvania Department of Education has developed an Instructional Coaching
Endorsement, and may be a potential resource for the creation of such an endorsement
in Oregon.
Concluding Remarks
This study focused on instructional coaches’ professional learning
opportunities and their perceptions of preparedness for the role as coach. Data analysis
led to several key findings. First, many elementary instructional coaches in Oregon do
not feel prepared for their roles as coach. This includes feelings of being unprepared
prior to transitioning into the coaching role as well as during the coaching role.
Second, Chi-Square analyses revealed that there were significant differences in
instructional coaches’ feelings about their proficiency based on the number of hours
per month of professional learning they experienced. It seems that one or more hours
per month of professional learning is critical for instructional coaches to feel proficient
in the instructional coaching key elements. Third, there are a variety of beneficial and
relevant professional learning opportunities for instructional coaches. According to
participants, the most impactful professional learning experiences include
collaboration with colleagues, research-based coaching programs, and mentorship.
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Fourth, instructional coaches desire a more clear and defined job description for their
coaching roles. Overwhelmingly, participants expressed not having a clear description
or definition of their instructional coaching role. Finally, according to participants,
there is a need to create higher education opportunities for instructional coaching in
Oregon.
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Appendix A
Email to Potential Survey Respondents
Dear Coaches,
As some of you know, I am working on a research study to learn more about
instructional coaches’ perspectives on how prepared they feel for the coaching role.
Results will be used to explore how professional learning opportunities can be
improved for instructional coaches in order to prepare them for the complexities of
their coaching roles.
If you are, or were, an instructional coach (technology coach, behavior coach, literacy
coach, etc.) at one or more public elementary schools in Oregon, I would love to
gather your thoughts in this Instructional Coaching Survey. Only you can provide this
crucial and relevant data.
The survey will take no more than 15 minutes, and your responses will be completely
confidential.
At the end of the survey you will have the option to enter a drawing for one of
two $25 Amazon gift cards as a token of my appreciation for your time and
willingness to help.
Please consider forwarding this survey to your colleagues who are instructional
coaches. The more survey respondents, the better we can understand and improve
professional learning for instructional coaches. When you forward this survey to a
coaching colleague, email me and I will donate $2 to American Red Cross for each
forward. hedgess19@up.edu
Thank you very much for helping with this important study.
Best,
Sari Hedges
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Appendix B
Email to Education Service District (ESD) Leaders
Dear ____,
My name is Sari Hedges. I am a doctoral student at University of Portland, a former
classroom teacher and instructional coach, and current assistant principal in a local
school district.
I need your help! Would you be willing to pass along my dissertation survey to the
elementary instructional coaches in your ESD? ____, at the Multnomah ESD, sent my
survey to her listserv, and believed you would be the best option to get my survey out
to the instructional coaches in your ESD.
My dissertation research involves surveying how elementary instructional coaches in
Oregon are prepared for their roles as coach. The survey will only take about 15
minutes and is completely confidential. Afterwards, coaches can enter to win a $25
Amazon gift card as a thank you for their time.
Additionally, as a token of my appreciation, I will donate to the American Red Cross
on your behalf, for passing along the survey to your instructional coaches.
I will forward the survey to you tomorrow, in hopes that you can share it with your
instructional coaches.
Thank you so much for your time.
Sari Hedges
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Appendix C
Survey
Thank you for participating in this dissertation study. Each completed survey will be
entered to win one of two $25 Amazon Gift Cards.
The survey will take approximately 15 minutes to complete. Please read the informed
consent below before continuing to the survey.
This survey is part of a research study conducted by Sari Hedges, a doctoral student
from the University of Portland. If you agree to participate, please complete the survey
below. If you do not want to participate, please do not complete this survey.
This is a confidential survey, and there are no anticipated risks to your participation in
this survey, however it is unlikely yet possible that a data breach could occur with the
Qualtrics survey, and that the data may not be truly anonymous. All data will be kept
in a password protected computer.
Participating in this research will help us better understand instructional coaches'
perspectives on their preparation to enact this role. However, there is no guarantee that
you personally will receive any benefits from this research. Your participation is
voluntary, and your decision whether or not to participate will not affect your
relationship with University of Portland. If you decide to participate, you are free to
withdraw your consent and discontinue participation at any time without penalty.
If you have any questions about the study, please feel free to contact Sari Hedges at
hedgess19@up.edu or the faculty advisor, Dr. Hillary Merk, at merk@up.edu. If you
have questions regarding your rights as a research subject, please contact the IRB
(IRB@up.edu).
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Appendix D
Amazon Gift Card Survey
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Appendix E
Email to Potential Interview Participants
Dear ___,
Thank you so much for completing the Instructional Coaching Survey! Your response
is immensely helpful for examining how coaches are prepared for their roles.
You indicated that you would be willing to participate in a 30 minute interview to
further examine this topic. If you are still willing to interview, I would love to
schedule a time with you in the next few weeks.
Please let me know when an interview might work best for you, and I will work to
accommodate your timeframe.
I really appreciate your participation!
Sari
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Appendix F
Written Consent for Interview
You are invited to participate in a research study conducted by Sari Hedges, as part of
the University of Portland School of Education doctoral program.
I hope to learn about instructional coaches’ perspectives on their preparation to enact
the role of coach. You were selected as a possible participant in this study because you
are an elementary instructional coach in Oregon, and indicated an interest during the
survey portion of this same study.
If you decide to participate, you would meet with the researcher, Sari Hedges, via
Google Meet on a day and time convenient to you and the researcher. The interview
would take approximately 30 minutes. The interview would be audiotaped so that the
researcher doesn’t have to furiously take notes and can later transcribe the interview.
Should you feel any discomfort or inconvenience, the interview can be stopped at any
time. Participating in this research will help us better understand instructional coaches'
perspectives on their preparation to enact this role, however, there is no guarantee that
you personally will receive any benefits from this research.
Any information that is obtained in connection with this study, and that can be
identified with you, will remain confidential. Subject identities will be kept
confidential by coding participant names into pseudonyms, as well as using password
protected computer and data storage.
Your participation is voluntary. Your decision whether or not to participate will not
affect your relationship with University of Portland. If you decide to participate, you
are free to withdraw your consent and discontinue participation at any time without
penalty.
If you have any questions about the study, please feel free to contact Sari Hedges at
hedgess19@up.edu or the study faculty advisor, Dr. Hillary Merk, at merk@up.edu. If
you have questions regarding your rights as a research subject, please contact the IRB
(IRB@up.edu).
Your signature indicates that you have read and understand the information provided
above, that you willingly agree to participate, that you may withdraw your consent at
any time and discontinue participation without penalty, that you will receive a copy of
this form, and that you are not waiving any legal claims.
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Appendix G
Email to Interview Participants Prior to Interview
Hello ________,
I am so excited for our interview on ________!
Please read and complete the Interview Consent Form prior to our interview. Let me
know if you have any questions about it!
I want you to feel as prepared and comfortable as possible for the interview, so I have
attached the interview questions for you to review. You do not need to review them
ahead of time, but you are welcome to do so.
I will see you on our Google Meet at ______ on ________.
Thank you,
Sari
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Appendix H
Interview Protocol and Questions
My name is Sari Hedges. I am a doctoral candidate investigating how instructional
coaches are prepared for their role as coach. This interview will help me learn more
details about the ways coaches are, or are not, prepared for their coaching role. This
research is important because schools and districts rely on their coaches to be experts
in a variety of capacities.
This interview will take approximately 30 minutes.
Let’s review the consent form. Your participation is voluntary and confidential. Do
you still want to participate in the interview?
Do you have any questions before we begin?
So that I don’t have to furiously write notes during our meeting, may I record our
interview?
1. Tell me a little bit about yourself in terms of your role as an instructional coach.
How long have you been a coach? What led you to become a coach?
2. Think back to __ years ago, before you became an instructional coach. What
preparation did you experience related to the role?
a. In retrospect, once in the role, how prepared did you feel?
3. What professional learning have you experienced during your time as an
instructional coach?
a. Did the experience(s) make you feel more prepared for the role? If so,
provide a specific example or two.
4. What professional learning experience resonates as the most beneficial for your
role as coach?
a. Why was this beneficial for your coaching role?
5. Tell me about an area/component of coaching for which you feel best prepared.
a. Least prepared.
b. What professional learning opportunity could help you feel more prepared?
6. How has your role as a coach evolved since you began working as a coach?
7. Tell me about an experience coaching a teacher that felt successful. What was
great about that moment?
a. What skills did you possess that helped this interaction to feel successful?
8. Describe what you think the ideal professional learning would be for a new coach?
a. For a veteran coach?
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9. Is there anything else you would like to share about instructional coaching that I
didn’t ask?
Thank you for your participation. Would you like to be contacted with the results of
the study?
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Appendix I
Institutional Review Board (IRB) Approval

Memorandum
To:
From:
Date:
RE:

Sari Hedges
John Orr, Ph.D.
8/10/2020
IRB Notification of University of Portland Project #2020093

Dear Sari Hedges:
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